DCX:UNENT RESUME 



ED 322 146 



SP 032 648 



AUTHOR 



INSTITUTION 

SPONS AGENCY 

REPORT NO 
PUB DATE 
CONTRACT 
NOTE 

AVAILABLE FROM 
PUB TYPE 



EDRS PRICE 
DESCRIPTORS 



Dilworbh, Nary E. 

Reading Between the Lines: Teachers and Their 
Racial/Ethnic Cultures. Teacher Education Monograph 
No. 11. 

ERIC Clearinghouse on Teacher Education, Washington, 
D.c. 

Office of Educational Research and Improvement (ED), 

Washington, DC. 

ISBN-0-89333-068-X 

Aug 90 

RI88062015 

71F. 

ERIC Clearinghouse on Teacher Education, One Dupont 
Circle, NW, Suite 610, Washington, DC 20036-2412 
($20.00) . 

Information Analyses - ERIC Information Analysis 
Products (071) — BooJcs (010) 

MF01/PC03 Plus Postage. 

American Indians; Asian Americans; Blades; *Cultural 
Background; *Cultural Differences; *Culture; *Ethnic 
Distribution; Hispanic Americans; Incentives; 
*Minority Group Teachers; Pre service Teacher 
Education; Rewards; Socioeconomic Status; *Teacher 
Attitudes; Teacher Motivation; Teacher Recruitment 



ABSTRACT 

This monograph identifies for researchers and teacher 
educators important questions about the ways in which race, 
ethnicity, and culture influence teachers' motivations and intentions 
for teaching, as well as their expectations of t^elr students and of 
their own professional lives. Chapter 1, "The Culture of Teachers: 
The Culture of Teaching," presents a general overvxew of common 
knowledge regarding the nature or culture of the profession and its 
participants, the generally accepted notions regarding teaching as an 
occupation, and the attitudes or needs that may prompt an individual 
to pursue this career. Chapter 2, "Studying Teachers' Racial/Ethnic 
Cultures," suggests that for various reasons, educational researchers 
have generally overlooked this line of inquiry, which holds promise 
for recruiting minority teachers, as well as explaining their 
performance and the achievement of children from these groups. 
Chapter 3, "The Teaching Population: Present and Futare," provides a 
general description of the current and prospective teaching 
population and leads into chapter 4, c 'discussion of racial and 
ethnic differences in "Teacher Motivation, Rewards, and Incentives." 
Chapter 5, "Racial /Ethnic Cultures," provides a brief descriptive 
profile of the major minority groups in the United States, and is a 
reference for iruch of the discussion. A 7-page bibliography concludes 
the volume. (JD) 
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Forevwd 




Keading Between the Lines is a much needed consciousness-raising 
document. It identifies important questions for researchers and 
teacher educators about the ways in which race, ethnicity and culture 
influence teachers' motivations and intentions for teaching, as well as 
their expectations of their students and of their own professional lives. 

As the monograph rightly observes, tiiese are matters that have been 
too rarely addressed by research and— though they matter greatly for 
student success as well as for teacher recruitment and pi eparation — have 
been largely unacknowledged by teacher education programs. In pointing 
out the gaps in our knowledge, Mary Dilworth constructs an agenda for 
future research while framing the considerations that should guide this 
research. These include a heightened sensitivity to the reality of different 
experiences and truths for members of racial and ethnic minority groups 
in the United States, a willingness to explore openly diversity in teachers* 
views and moti\ ations rather than to assume either uniformity on the one 
hand or stereotypic differences on the other, and a capacity to integrate 
research on teaching with research on the cultures of teachers and 
learners. 

Not all of the burden rests on researchers, however. Teacher educa- 
tors can begin to incorporate knowledge made available in other parts of 
the academy into the preparation of teachers as well. As James Comer 
notes: "Preservlce programs — in and outside the discipline of educa- 
tion — should provide all students with an understanding of how structural 
forces, policies, and practices impact communities, groups and families, 
and child development." 

Given the Rowing diversity of students in public scl tools, the mission 
of conveying these understandings must extend to all prospective teach- 
ers in all teacher preparing institutions. At the same time, policymakers 
and educators at all levels must tackle the array of forces, so well docu- 
mented here, that contribute to an acute and growing shortage of minority 
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teachers. As this report aptly observes: "Given the persistent national 
concern for a competitive edge in the world economy, for social order 
and the demographic realities of this countiy, it is naive to perceive a 
quality education for any child that is developed by a parochial educa- 
tional system and delivered by a homogeneous teaching force." 

The question is not which of these strategies to pursue but how best 
to mobilize the educational community and the broader society in pursuit 
of both a culturally informed and a culturally diverse teaching population. 
This report provides an important first step in that process. In its wide- 
ranging treatment of racial and cultural realities and issues in America, it 
provides a map of the terrain that committed educators must travel en 
route to a deeper understanding of the interactions between culture and 
teaching. In Socratic manner, the report does not provide easy answers; 
rather it poses the questions that are the necessaiy starting points for our 
diverse personal and professional odysseys. For it is in acknowledging 
this diversity that our profession can become both whole and more wholly 
connected to the students it serves. 

Linda Darung-Hammond 
Teachers College, 
Columbia Universffy 
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Introduction 




It is a matter of quality and it is a matter of equality. As the nation's 
school population becomes more diverse, the teaching force becomes 

increasing]^ homogeneous. The implications of this disturbing trend go 
well beyond the lack of valuable role models for children of color and 
have a direct relationship to the quality of education for all students. 

Given their culturally diverse backgrounds, and academic training 
defined by the White msyority , Black, Hispanic and other minority teachers 
possess a consummate understanding of the relationship between eduf!a' 
tion and this society. This knowledge enhances the quality of education 
when these teachers offer their students broader and more complex 
interpretations of the educational curriculum, and when tliey translate 
and interpret for their majority peers, in educational terms, the cultural 
backgrounds of their students. Yet, Black, Hispanic, Asian and Native 
American teachers are few and far between. 

Gradually, the education community has come to recognize the value 
of minority teachers and has initiated some activities to encourage their 
participation in the profession. However, the few programs and policies 
designed to recruit a larger pool of these teachers are limited in scope, 
isolated in placement and, for the most part, have not had a significant 
impact. While recognizing that teachers of color provide desirable diver- 
sity in the classroom, recruitment program administrators fail to recognize 
that their backgrounds, and resultant needs and motivations, also vary. 

Even the most optimistic educators concede that the best recruitment 
efforts will not meet the immediate need for more Black, Hispanic and 
other minority teachers. Consequently, those in research and development 
are urged to devise training models that will inform all prospective teach- 
ers how best to educate racially and culturally diverse students. Unfortu- 
nately, it appears that the educational community is unprepared to meet 
this challenge. The results — minority children typically make fewer aca- 
demic gains than their Whiie cohorts. While there is significant research 
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on the precepts of good educational practice, very little joins this informa- 
tion with knowledge on the backgrounds and cultures of the recipients. 

The data do provide some justification for pursuing this line of 
inquiiy. Tor instance, there is a body of literature that clearly indicates 
that a teacher s background does iitfluence the expectations that she or 
he holds for students of various racial/ethnic cultures and that such 
expectations suDsequently influence the achievemenc of these students 
(Jordan Irvine, 1990). In addition, there is evidence that minonty stu- 
dents, more so than others, are often lost in the transition between the 
culture of home and the culture of school and that culturally informed 
teachers can play a significant role in easing this a^ustment (Delpit, 1986; 
Eisenhart, 1989). 

Although there are £^parent racial/ethnic group differences in cus- 
tom, family structure, language, religion, and often cited variations in 
socioeconomic background, some may argue that race and ethnicity have 
veiy little to do with the way teachers eq[)proach and conduct their work. 
Since the research literature is so limited in this area it is difficult to 
accept or deny this premise. If, as it appears, minority teachers contribute 
substantially to the quality of learning, it is essential that this line of 
inquiiy be pursued. This work is offered as a starting point for tliis 
discussion. 

Reading Between the Lines may be useful in two ways. First, by 
describing background, motivational and experiential differences, as well 
as reward and incentive preferences between and among teachers of 
various racial/ethnic groups, current and future recruitment efforts can 
be better targeted and become more effective. Second, by presenting an 
overview of the research literature and identifying gaps relative to racial 
and ethnic culture, those in research and development may be encouraged 
lo close these gaps and assist in developing teaching models that embrace 
this diversity in a better way. 

In order to meet these two objectives a number of questions were 
raised. For example, gaps in the literatuie present a significant challenge 
to this work. Should the discussion be restricted to the little that is known 
about teachers* racial/ethnic backgrounds and cultures, or should this 
information be couched among somewhat educationally remote factors 
that provide a better understanding of teaching and racial and ethnic 
cultures generally? The decision to review topics such as the socioeco- 
nomic conditions of minority groups in this countiy seemed to be a 
necessaiy and desirable component in the discussion. If teaching is to 
embrace the diversity of its ranks and its students, then it seems only 
natural that a general understanding of this diversity as it arrives in the 
school or in the academy should be a first step. 

Another question of concern— i.e., Should student diversity and atti- 
tudes be addressed, or should the discussion be limited to teachers* 




diversity aiid attitudes?— was cause for deliberation. Although thore is 
much more to be examined, there are generally more race-specific data 
available on students' performance and attitudes than on teachers'. In 
probing the cultural backgrounds of Black, Hispanic, Asian and Native 
American teachers, we simultaneously understand a bit more about stu- 
dents from these same groups. In essence, this manuscript attempts to 
shed new light on some issues fantiliar to us, and expose those factors 
somewhat foreign to us with new and greater understandings as a goal. 

Content Overview 

This monograph is organized in five ch^qpters. Chapter I, *The Culture of 
Teachers: The Culture of Teaching," offers a general overview of common 
knowledge regarding the nature or culture of the profession and its partici- 
pants; the generally accepted notions regarding teaching as an occupation; 
and the attitudes or needs that may prompt an individual to pursue this 
occupation^though the research Uierature is generous in its review and 
analysis of teachers as an occupational group, veiy little contributes to 
thinking on subgroups of this population and how they may differ from 
others in their attraction to and conduct of teachin^Chapter 11, "Studying 
Teachers' Racial/Ethnic Cultures," suggests that for various reasons, edu- 
cational researchers have generally overlooked this line of inquiiy , which 
holds promise for recruiting and retaining teachers of color, as well as 
for explaining their performance and the achievement of children from 
these groups. Chapter III, *'The Teaching Population: Present and Future," 
provides a general description of the current and prospective teaching 
population and leads into Chapter IV, a discussion of racial and ethnic 
differences in teacher "Motivation, Rewards and Incentives." Last, Chap- 
ter V, ''Racial/Ethnic Cultures," provides a brief descriptive profile of the 
mmor n^ ority groups in this countiy and is a reference for much of the 
discussit . 



Limitations 

A true comparison of teachers by race and ethnicity deserves a volume 
that thoroughly probes various anthropological, historical and sociologi- 
cal interpretations of education as they relate to all races, many cultures, 
and certainly beyond the borders of the United States. For example, there 
are several approaches to the anthropology of education: the process of 
cultural transmission of how children learn the official curriculum; or 
the approach that focuses on the functior. of schooling as a means for 
reproducing the social order f Anderson-Levitt, 1987). While the latter is 
an underlying assumption, and possibly the purpose of this discussion, 
this monograph wiU not probe in or around ihis issue. 

xiii I 



Unfortunately, the paucity of relevant data for even the msyor racial/ 
ethnic groups often limits a discussion to the two most predominant in 
this country, Black and Hispanic Americans. Li^^eratu^e regarding A^ian 
and Native Americans is provided when available. As Jlobu (1988) notes 
*\ . . empirical voids still exist, especially when stuctying groups other than 
Blacks. Dat2) are sporadic, inconsistent in format and source, and limited 
in scope** (p. ix). 

This presentation is limited ftirther since those groups should be 
additionally classified by countiy of ancestral origin, e.g., Mexico, Japati, 
West and East Indies, etc. Ttie al)sence of data makes this an uiu^allstic 
goal. Consequently, it s^pears that some discussion referencing broad 
racial/ethnic categories may be more important than no discussion at all. 

Finally, semantics present a problem. For instance, at present there 
is an effort within the Black community to adopt the term Afiican 
American** to reflect ancestral origin. In addition, the term **ininority** also 
seems limiting and inappropriate when describing inuividuals from groups 
that collectively dominate, in number, many of the nations* cities and 
institutions. Since the relationships and correlations suggested through- 
out this work may be unfamiliar, new and possibly confusing to the reader, 
tiiis discussion will not force new vocabulary. 



13 »^ 



I 



The Culture of 
Teachers: 
The Culture of Teaching 



There is a simplicity of spirit in the literature that describes teachers. 
There is a general consensus within th** academic community on 
what type of individual enters the profession and there is a naive 
understanding of what type of rewards can be and are drawn from an 
individual's parti^^ipation in it Although the cultural backgrounds that 
teachers bring to their work are inextricably tied to performance, ^he 
literature in this regard focuFes almost exclusively on basic demogrs^hic 
data and pales by comparison to treatment of other issues. 

Recent research suggests that the conventional wisdom regarding 
the nature of teachers must and should be examined once again, particu- 
larly in light of the new socioeconomic order that has tested minorities' 
aiid women's commitment to the profession and forced a greater level of 
participation in the work force (Fef Tn«m-Nemser & Floden, 1986; Joseph 
& Green, 1986; Darling-Hammond, Johnson, Pittman, & Ottinger, 1987). 
Most important, this re-examination must probe beyond the typical factors 
of gender and experience and take into account the cultural backgrounds 
of teachers. As Mills and Buckley (1989) note, culture provides the rules 
by which educators consciously and unconsciously operate as they design 
and deliver instruction, set role expectations for .self and students, assign 
value to the worth of students' contributions and interpret the behavior 
of students. The following provides an overview of the conventional 
wisdom on the nature of the profession, teachers and their m.otivations. 



The Nature of the Profession 

One would assume that changes in the nation's social and economic 
characti'r would have influenced the role and even the type of individual 
choosing teaching as a career. However, this is not the case. The informa- 
tion drawn regarding their backgrounds and attitudes has remained fairly 
constant over time. As was the case 40 yoars ago, the teaching force is 
pr^arily supported by White females from somewhat higher socioeco- 
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nomic backgrounds than their male counterparts. And as in the past, these 
women pursue this line of work to "help children grow and develop" 
(Ruiy, 1989). 

The profession also remains in an unseemingly steady state. Warren 
(1989), pointing directly to persistent economic, political and cultural 
conditions, states, ''Although teachers' working conditions have improved 
dramatically over the past two decades, we detect recurring conflicts and 
problems that have required attention in each generation rather than 
inexorable movement toward the ideal state" (p. 3). 

One factor that £^pears to contribute to the somewhat monotonous 
tale that is told of teachers is the service nature of the work and accompa- 
raying prestige (or lack thereof). According to Charters (1963), teachers, 
as do others, gamer an extrinsic value from their occupation. The value, 
measured in the honor, deference or prestige accorded the occupation, 
is derived from the culture at large and generally applies to the incumbent 
regardless of his/her cs4>acity to do the work. 

In this country, service work is expected, bought and paid for, but it 
is not necessarily valued. Morals are respected but are not rewarded in 
any special way by the public. If teaching "is a valuable* service of special 
moral worth" as Lortie*s (1975) "Five Towns" subjects suggest, the value 
quickly reaches the point of diminishing returns. It fosters the notion 
that the profession is always responsive and always good. This pious 
perception may be further fueled by the dominance of women in the 
profession. As researchers such as Dreeben ( 1970) contend, "Occupations 
open to women i^peal more to the heart than to the mind." 

If teaching is service work then teachers, for the most part, are 
public servants. Possibly in response to this general public sentiment, they 
individually and collectively have been fairly docile in constructing and 
manipulating the content and process of their trade in any way other 
than those traditionally and duly appointed to labor. "Empowerment," as 
defined by MaerofT (1988), could change some of this. He holds that 
teachers "are undervalued by themsehres and others and are not likety to 
feel they have much power — Those who see themselves as having less 
worth ttian others are not likely to feel a sense of authority about what 
they do" (p. 19). MaerofTs statement implies that to attain professional 
status, within the public sector framework, there should or must be a 
solution, but not necessarily monetary, wherein individuals can experi- 
ence a greater level of integrity. 

Lortie (1975) suggests that the service nature of the profession is a 
recruitment tool, attracting individuals who for the most part approve of 
prevailing practice more than they are critical of it. At tlie same time, the 
good nature of the profession may drive aggressive and broad-minded 
individuals away from teaching with equal force. In a similar vein, Hagg- 
Strom, Grissmer and Darling-Hammond (1988) note that attraction to 
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teaching is also motivated by supply and demand conditions. They offer 
that a high demand for new teachers . . encourages individuals at the 
margin to enter the profession who have less 'taste' or comnutment for 
teaching" (p. 16). 

If, as is conunonly held, the prestige accorded teachiig determines 
the kind of person attracted to the profession, then the publi : expectations 
of teacher performance, ai«d of student learning and outo mes, must be 
minimal. Clifford (1989) provides that the cultural stereotype of the 
teacher reflects the public's "expression of hopes and fears, prejudice, 
wishful thinking, the desire to appear large-minded while protecting one's 
narrowest interests" (p. 311). In addition, and possibly more important, 
the low prestige of the profession has an impact on the perceptions and 
performance of its group in several ways: levels motivation to fulfill 
classroom functions; discourages independence of thought and freedom 
of action; suggests a lack of influence or authonty in the teaching/leaming 
process; and diverts energy from occupational functions toward activities 
designed to enhance their economic sustenance (Charters, 1963). 

Problems associated with the low prestige of the profession have 
also been associated with the low esteem that minority groups in this 
society experience. Gramb (1949) explains this when he states that teach- 
ers are inclined to r^ect their membership group — to disqualify them- 
selves with their occupation — a matter made more difficult ... by the 
"conspicuousness" of their status. On the other hand, since teaching was 
and is one of the few professions relatively accessible to groups typically 
denied entiy in other fields, the participation of Blacks and other fmmi- 
grant groups undermined the social status of the profession in the early 
years of the centuiy (Ruiy, 1989). As will be discussed in Chapter I\', there 
are differences between and among members of racial and ethnic groups 
in the values and perceptions that they hold for their work. However, it 
is possible that these factors are of less influence on their work attitudes 
than are their perceptions of the occupation as a whole. 

Prestige or social status, for almost any field, relies heavily on income 
level. The teaching profession is no exception. T eachers' hicome has been 
compared to others for nearly a century. Scdlak and Schlossman (1987), 
in a historical review of the nature of teaching as an occupation, conclude 
that teaching, as any occupation, has been shaped significantly by eco- 
nomic incentives. Salaries for teachers, as in other professions, have been 
subject to a number of external influences, e.g., supply/demand, economic 
inflation and depressions. However, Sedlak and Schlossman offer the 
general conclusion that teaching salaries have mcreased steadily in abso- 
lute terms throughout the centuiy. Further, they state that comparing 
teacher salaries is a tool of sociologists in analyzing status, and that 
educators seeking to improve salaries have long highlighted the earnings 
advantages of other workers. 




It is also interesting to note that during the period when teachers 
were not required to attend and complete four years of college, compari- 
sons were often made with "high-grade" clerical and other skilled lsd>or- 
ers. Charters (1963), in reporting comparative data from the 1950s, found 
teachers' salaries roughly comparable to the earnings of those working in 
manufacturing but substantially below the mcomes of physicians, lawyers 
and dentists. Over three decades later, Darling-Hammond et al. (1987) 
report that teachers' salaries are slightly higher than clerical workers, are 
on par with sales and lower-level health workers, aiid are still significantly 
below salaries of engineers, accountants^ lawyers, salaried and self- 
employed physicians. 

Once a bachelor's degree became the minimum requirement and 
expectation, comparisons with physicians and lawyers became more fre- 
quent Seldom do such comparisons focus on the supply arid demand 
inequities between teaching and these other occupations. One reason for 
not pursuing comparisons along these lines may be the reality that the 
econon\y cannot support the profession at a similar rate (Dilworth, 1984). 

Casey and Apple (1989), in a critical review of Lortie and Dreeben, 
suggest that research comparing teaching career paths with occupations 
that exemplify male career paths such as law, engineering, business and 
the military are ins4>propriate. When such comparisons are made, teachers 
consistently are found wanting in terms of prestige and its prerequisites — 
30teric expertise and autonomy. They frirther suggest that this "gender 
deficit" theoiy of teaching does not provide an understanding of the way 
gender, and its accompanying resistances and contradictions, work their 
way in and out of teachers* lives. The same thinking has applicability to 
race and e^hidcity. 

The unionization of teaching (1940s and 1950s), although instrumen- 
tal in the improved conditions and salaries of its constituents, also 
prompted an intellectual debate on whether teachers should be viewed 
as professionals or as workers. Teachers, theoretically, may be placed in 
"contradictoiy class locations" simultaneously "sharing the interests of 
both petty bourgeoisie and the working class." Casey and Apple (1989) 
hold that this dual position, particularly during times of fiscal crisis and 
labor disputes, contributes to the deprofessiom^Usm of teaching (p. 178). 

As Charter notes, "income level may be closely correlated with social 
standing in the United States, but it is not perfectly correlated with social 
standing, as the cases of artist, minister, bartender, and school teacher 
attest" (p. 745). As he and Maeroff (1988) provide, there are other bases 
of evaluation for teaching. "Assumptions have been made as to what 
social statuses are likely to produce the best teachers; hov/ever, these 
assumptions have been little more than the embodiment of popular con- 
ceptions or stereotypes" (p. 723). 




The academic community's concept of a good teacher has signifi- 
cantly changed since Charter*s comments in the 1960s. However, the 
question remains whether or not recruitment, selection, training, hiring 
and retention practices have kept pace with these new aspirations. The 
research and reform literature of the 1980s [e.g., Berliner (1986), Darling- 
Hammond and Green (1988), Holmes Groxxp (1986), Shulman (1987)] 
suggests that the next generation of teachers should have a firm grasp on 
the content of the subjects they teach; the capability to apply this knowl- 
edge in a classroom setting; the skills to devise iqppropriate learning tools; 
the ability to make informed assessments of students* work; and the 
inclination to analyze their own work as well as the work of others in the 
school environment Further, there is a demographic imperative that these 
new teachers will be culturally diverse, as well as culturally aware in 
order to educate effectively students of varying backrounds. 

Although teacher education has begun to institute courses and expe> 
riences that address these criteria, little suggests that these will be the 
standards used by administrators when employment decisions are made. 
As Wise, Darling-Hammond and Berry (1987) note, *Teacher selection 
is a process embedded in a social-political-organizatk>nal context As 
practiced today, it is the result of both careful planning, historical acci- 
dent, and political compromise" (p. 79). 

Certainly, answers to the far reaching questions, "Is teaching for the 
'successful* or the 'unsuccessful' members of society? Is it populated by 
the intellectuals and scholars of the society, by members of the working 
class, by members of agrarian derivation, by civil servant class, or mem- 
bers of the business community?" (Charters, 1963), would present chal- 
lenges to the current system that policymakers would like to avoid. For 
instance, if it is concluded that public school teachers are not the intellec- 
tuals and scholars of society, what viable means, given supply, demand 
and economic realities, does the public have to change the situation? On 
what grounds would it be done? 



The Nature of the Professional 

If service work, such as teaching, represents goodness, then the woman's 
role in staffing the public schools is consistent Gender is one of the 
fundamental organizing principles in soc' ; — as important a category 
for analysis as class or race or age. 'Tassivity, lack of divergent thinking, 
absence of intellectual rigor, conformity, con^liance, and narrow focus 
are common descriptoi's of traditional schools and traditional women" 
(Acker, 1989, p. 1). As Lubeck (1988) states, "different ways of thinking 
and behaving become differentially rewarded in society at large, and 
membership in particular racial, ethnic, class, and gender groups has 
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traditionally entailed the ascription of particular roles and statuses within 
a broader ^stem of relations" (p. 55). 

The fact that the profession is doniinated by women has obvious and 
far-reaching implications for the narrow and limited attention devoted to 
its description. Although there are some (Clifford, 1989) who provide 
contraiy arguments, as Freidus (1989) notes, there is a "gender oriented 
hierarchy that dominates public school education that has existed for 
more than a century." Lortie (1975) devotes significant attention to this 
reality, suggesting that the time compatability, so necessaiy for a woman's 
participation in the work force, is a direct benefit and keeps the teaching 
force functional. Female dontinance in the ranks of the profession has 
also been identified as contributing to the maintenance of a status quo in 
the structure of schooling and the nature of the profession. Authors such 
as Gunnison (1989) and Orum (1989) suggest that the status quo may be 
rooted in a sexist perception that men have little to gain in disrupting. 

The primaiy motivation for entering the profession is something 
that has remained constant. The notion that teachers are caring, loving 
individuals who are drawn to the profession because they wish to help 
young people grow and develop, and who gamer mostly intrinsic rewards 
(e.g., student achievement) as a result, has been tested and retested and 
yet withstood decades of educational innovation, maturity and transition. 
Although some (Feiman-Nemser & Floden, 1986; IVack, 1967), hold that 
this sentiment was consciously imposed and fostered more than a century 
ago to accommodate the economic and social conditions of the time, it 
is a sentiment that nevertheless was successfully propagated, adopted 
and internalized by the American citizeniy and more importantly was 
embraced those who fill the ranks of the profession. 

The most recent surveys of teacher education students indicate that 
veiy little has changed over time. Students of nearly four decades ago 
offer virtually the same responses to the motivation question (Wilcox 
& Beigel, 1953; AACTE, 1990). This suggests at least two things: the 
professionals in teaching are more homogeneous than those in other 
disciplines; and/or the same question is being asked in similar fashion 
and focus — time and time again. It has been suggested that prospective 
teachers' consistent responses in terms of motivation possibly are learned 
responses, and that motivation is being gauged by traditional instruments 
that are possibly inaccurate (Joseph & Green, 1986; Lortie, 1975). How- 
ever, this probability has not deterred researchers from probing motiva- 
tion over and over again. 

According to Acker (1989), there are several dimensions to examining 
career (profession). There is the indi\ddual experience wherein knowl- 
edge regarding aims, ambitions and feelings is sought; the structural 
perspective that recognizes the social and economical environment that 
acconmiodates the career; and there are the rules or conventions that 
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control career movement. She holds that research has failed to integrate 
these chree areas, fostering a dichotomous presentation. On one end of 
the spectrum, teachers are considered rational individuals organizing 
their career path; at the other end teachers are mere victims of the i^stem, 
unable to exercise any freedom of choice. 

By studying teachers' cultural backgrounds one is forced to recognize 
these three areas as this nation tends to offer separate and distinct social, 
economic and career mobility options for individuals of different racial/ 
ethnic groups. As the following discussion explains, this approach 
<^uires a different type of thinking and analysis than has been employed 
by most educational researchers. 
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Studying Teachers' 
RacialyEtimic Cultures 



A discussion of both real and perceived differences between and 
among U.S. teachers of different racial/ethnic membership mute 
be predicated on some understanding and discussion of the basic 
ethos of those cultures. Previous surveys and studies of teachers occa- 
sionally, but more frequently in recent years, allowed for racially/ethni- 
cally mixed samples or situations. Yet, the results are treated and analyzed 
on generic White, Anglo-Saxon, Protestant principles, judgments and 
understandings. To gleen real and contemporaiy inferences from current 
educational research literature on teaching, one must read between the 
lines. 

This chapter focuses on researchers' perceptions of culture within 
education; the methods employed in such research; and factors necessaiy 
when examining the racial and ethnic dimensions of culture. It is impor- 
tant tnat educators be aware of their own attitudes, behaviors, situations 
and expressions that reinforce prejudicial beliefs (Pang, 1988), and this 
can only be accomplished through familiarity with the various racial/ 
ethnic cultures. Such examination need not be devisive, but will necessar- 
ily contribute to a deeper understanding of teaching and learning as it 
relates to many rather than to a single group. 

Perceptions of Culture 

Culture, regarding teachers, is typically defined introspectively from 
within schools, with certain faint recognition of external forces. Culture, 
in the educational literature, typically relates to the school and its environ- 
ment and its actors (i.e., principals, students, parents and peers) coupled 
with legitimate attention to gender (Feiman-Nemser & Floden, 1986; 
Nigr<s, 1988; Ortiz & Mitchell, 1987). It is a rare occasion when analysis 
branches beyond these Dimensions to consider "the messy, noisy world" 
(Lightfoot, 1987) or the racial/ethnic background of its staff (Kottkamp, 
Cohen, McCloslQr & Provenzo, 1987). 

In citing O'Brien (1984), McCarthy and Apple (1988) note that "both 
mainstream and radical educational researchers have tended to underthe- 



ERLC 



9 

21 



orize and marginalize or *common'ize phenomena associated with race 
and gender. We therefore know less than we should about the specific 
content of racial or sexual oppression in schooling " In addition, they 
contend, "... less conceptual energy has been spent on understanding the 
relationshq) between schools and the persistence and reproduction of 
social and economic disadvantages that systematically affect minority 
youlh and women" than has been devoted to White working-class males 



*The question, whether even a nuyority of teachers share a common 
culture, has not been answered" (Feiman-Nemser & Floden, 1986). One 
possible reason for what Lortie terms this "odd g2^" in salient points 
regarding teachers* subjective world may be the labor requirements of 
the profession. Teachers are not expendable commodities, and the selec- 
tion of individuals on subjective grounds would be indefensible. No other 
occupations visibly screen their rank on such grounds. 

Regarding culture, Lortie (1975), in his classic sociological depiction 
of teachers and their nature, provides that there are certain "themes" that 
likely apply to any or all teachers: interpersonal, service, continuation, 
material and time compatability. Each contributes to some extent to the 
decision (primarily of women) to enter teaching. Without countering this 
view, others have suggested that there may be morf lactors in the decision 
to enter and stay in the profession. For instance, Feiman-Nemser and 
Floden (1986) provide greater allowance for what teachers bring and pick 
up as they teach, by examining the "culture" of the school experience, 
the influence of peers, superiors, parents and students. 

Although these authors do not focus on the racial'ethnic dimension 
of culture, they do suggest areas of diflBculty that are useful in such 
analyses. Specifically, they provide that studying cultures implies infer- 
ences about knowledge, values and norms for action, none of which can 
be directly observed; that the existence of manj teaching cultures poses 
additional questions, e.g., which culture or cultures to study, how differ- 
ences between and similarities within cultures can be documented; how 
researchers must neither evaluate a culture by inappropriate, external 
standards nor fall into the realistic trap of asserting that eveiy culture is 
good. 

Feiman-Nemser and Floden (1986) also inadvertently offer some 
justification tor studying culture within a racial/ethnic context. By explor- 
ing ". . . how teachers define their own work . . . one can also form predic- 
tions about how teachers are likely to respond to policy initiatives and 
guide efforts to shape them. As the nation requests and SCDEs seek to 
provide for a different generation of teachers, this will become of maxi- 
mum importance" (p. 505). It has been noted earlier that the next genera- 
tion of teachers should be more racially and ethnically mixed and there 
are presently numerous policy initiatives to achieve this goal. 
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A number of researchers (McCarthy & Apple, 1988; Ogbu, 1978) relate 
that the educational research on minorities requires special attention and 
different sq)proaches. For example, if one begins to examine educational 
achievement longitudinally by age, t-^e results will be inevitable, i.e., fewer 
minorities will have achie«red high social and occupational roles. Since 
some contend (and many operate on the assumption) that individuals 
secure social and occupational roles due to educational attainment, and 
that educational attaiiunent is tempered by family backgrounds, individual 
abilities etc., different approaches to research are in order. 

Ogbu (1978) offers that "real motives for minority-group education 
are not to be discovered in the rhetoric of school people." He contends, 
"Such motives are better discovered by studying the positions of adult 
members of the minority group" (p. 25). Although Ogbu's comments relate 
to grasping formal education and its relationship to minorities, the same 
thinking can be adopted for probing minority teachers' perceptions on 
teaching, i.e., ". .. are the motives of formal education [teaching] the same 
for the minority and the mauorily groups?" (p. 26). 

Additionally, justification for studying on racial/ethnic grounds may 
also be borrowed from feminist literature. If, as Casey and Apple (1989) 
contend, studying the profession with a gender-sensitive eye reveals 
broader and more usefiil data for restructuring, then the cultural orienta- 
tion of the profession is an essential factor in the equation. 

New reforms that fail to recognize the cultural backgrounds of the 
teaching force will be as flawed as earlier attempts at school and instruc- 
tional innovation tiiat omitted gender considerations. If, as Ogbu's (1975) 
research suggests, members of certain racial/ethnic groups were raised 
to have distinctly different motives for formal education, then it is only 
natural to assume that they wiU teach the basic knowledge of their disci- 
pline, within the limits of their organizational and curricular practice, but 
with a different set of directives for their students on what to do with 
such knowledge and information. 

Menlo, Marich, Evers and Fernandez (1986) note that few recommen- 
dations for change in education have been developed directly from first- 
hand cross-cultural data. Although they reference England, West Germany 
and the United States, the same accusation can be directed at any one 
countiy that represents several or more cultures. Coiyecture allows that 
the failure of many educational programs is a result of the inability or 
unwillingness of researchers to examine the profession across or through 
racial/ethnic grounds rather than in separate layers or with special pi o- 
grams to address idiosyncracies of a particular culture or group. 

Although they hold substantial knowledge and insights, minority 
professionals are seldom involved in developing educational programs 
that are designed to assist children of their own cultural group. Lisa Delpit 
(1986) offers one possible reason for so little input from Blacks, Hispanics 
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ai:d other minority groups in reform discussions is that the 'language** 
used is in^propriate and does not recognize the value to be gleaned from 
minorities in an existing structure. Translation of minorities' ''languages" 
is important since as Jiobu (1988) notes, **The American ethnic scene 
consists of a potpourri of racial, cultural, r ^ligious, and geographic groups 
and although a given explanation might account for one group, it usually 
cannot account for veiy many other groups" (p. 3). 

Common Methods of Analysis 

One can only speculate that the reason race and ethnicity are left unat- 
tended in the literature when issues relative to gender, religion and income 
are address>.d is fear or ignorance — fear of repercussions for tampering 
with the democratic creed that all people are created equal, or ignorance 
that even though all people are created equal, goodness can only be 
found in values and principles emanating from the White, Anglo-Saxon 
Protestant ethic. Delpit (1988) contributes to this theory when she 
describes liberal educators' use of the "culture of power*' stating 
**. . . either by virtue of their position, their numbers or their access to 
that particular code of power of calling upon research to validate one*s 
position, the White educators had the authority to establish what was to 
be considered 'truth* regardless of the opinions of the people of color . . " 



There are merits in breaking this pattern and teachers have a msuor 
role to play. Grant and Sleeter (1988) cite school staff as the primaiy 
malefaction in the low academic achievement (in a longitudinal study) of 
24 junior high school students from various racial/ethiuc backgrounds. 
"The school could also have taught more explicitly about race, cU.s and 
gender. What the school did was to treat all student<^ as much alike as 
possible, while teaching a watered-down ve2«ion of traditional White, 
male-dominated curriculum** (p. 38). 

Students are much better off when family, community and especially 
teachers are versed in and share knowledge of racism, sexism and the 
socioeconomic culture. Just as Grant and Sleeter contend that students, 
particularly lower-class and/or minority students, would be inclined to 
challenge the low academic expectations of tlie school if staff had shared 
such knowledge. Comer (1989) also calls for greater involvement of teach- 
ers. "Preservice programs — in and outside the discipline of education — 
should provide all students with an understanding of how structural 
forces, policies, and practices impact communities, groups and families, 
and child development** (p. 360). 

Educating practitioners to transmit such knowledge is not an easy 
task. To a certain extent, multicultural research on teaching and teacher 
education tends to rely on real and perceived observations of minority 
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groups in the classroom. However these observations are typically 
reported in a comparative mode, i.e., how does the minority student's 
action or performance differ from the msuority student's? Possibly a 
better, more promising approach would be to examine the minority stu- 
dent's behavior and performance in and of itself, probing deeper into that 
student's inherent background and culture. 

This sq>proach also requires that researchers examine educational 
issues from a community perspective as well as from within the school. 
Eisenha'^*; (1989), when explaining the concept of "cultural patterns" in 
multicultural education, argues that patterns learned at home and in the 
community are viewed as sometimes congruent and sometimes conflict- 
ing with the cultural patterns expected and promoted at school. This is 
an inevitable occurrence since minority groups' cultures are not those 
upon which the education community bases any knowledge, skills or 
pedagogy. Resolution is further complicated when minority groups differ 
with each other in many of the same w^s that they differ with the 
m^ority population. For instance, there is rare recognition of how differ- 
ent customs and languages are between Indochinese immigrants and 
Chinese Americans, between members of the Cherokee and Sioux com- 
munities or between Black Americans and Haitian immigrants — groups 
which are often more diverse with each other than they are with the 
mitfority culture and language. 

Researchers have used a number of different approaches in distin* 
guishing racial/ethnic minorities, all of which appear to borrow in various 
degrees from economics, political science, sociology and anthropology. 
One consistent and fairly logical approach is to relate or assign these 
groups to categories which, on a veiy basic level, describe how and why 
they have come to this particular nation, and to what extent they have or 
have not assimUated into the social, economic and, key to this discussion, 
educational structures. 

According to Jiobu (1988), assimilation can have two msyor impacts 
on the societal structure. In one, the meyority group is not required to 
acljust or necessarily recognize the value of the minority group(s); the 
ethnic group loses its distinction and becomes like the msgority. In the 
second scenario, the msyority and minority groups blend together in a 
melting pot, each loses its distinction and a unique product results. He 
contends that **. . . these concepts have their origin partially in scientific 
theory, partially in Utopian wish, and partially in political ideology" (p. 6). 

It should be noted, that while some authors question the desirability 
of assimilation, many (Jiobu, 1988; O^u, 1987; Parsons, 1965) conclude 
that assimilation by certain racial/ethnic groups is nearly impossible given 
the current social and economic order. Since the primaiy purpose of this 
discussion is to examine closely the various types of individuals who 
comprise the teaching profession, then assimilation, 0*^ the extent to 
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which minority teachers become invisible within the profession, will be 
a minor issue. After all, "cultures differ both in the criteria prescribed for 
actual performance of specific roles and in the prescribed methods by 
which individuals come to occupy such roles" (Ogbu, 1978, p. 17). In 
addition, ''An individual's occupation, even one which is traditionally 
associated with a paiticular ethnic group [such as Blacks in teaching], 
teUs us little about a person's assimilation (Jiobu, 1988, p. 10). 

Just as there are a n'miber of differences between and among racial 
and ethnic groups in the nation, there are some common indictments, 
especially from the msyority population, shared by these groups. The 
notion of "genetic deficit," now politely termed as "cultural deficit," is 
something that has and continues to plague all groups at certain periods 
in their settlement and assimilation in the nation (Erickson, 1987). As 
DeLoria (1978) points out, the "cultural deficit" theoiy enabled frustrated 
educators to put the blame for school failure outside the school and onto 
the socioeconomic and political problems of the community. But this is 
like a vicious circle since as Erickson (1987) makes clear, all aspects are 
intertwined and inseparable. 

In general education, racial and ethnic groups also share a discrimina- 
toiy £4)proach to their educational needs. Any program or curriculum that 
is designed to suit particular needs and/or comfort levels, e.g., bilingual 
education, is considered remedial or less valuable than that which is 
suited to the msuority population. This attitude is perpetuated by teachers 
who have been trained by the msyority culture. Most often these teachers 
understand and acknowledge no other "right" approach than their own. 
Given the persistent nationsd concern for a competitive edge in the world 
economy, for social order and the demogrs^hic realities of this country, 
it is naive to perceive a quality education for any child that is developed by 
a parochial educational i^stem and delivered by a homogeneous teaching 
force. 

The current mode of inquiiy that attempts to identify effective teach- 
ers uses the traditional minority model as a gauge. It is tricky. For instance, 
it is veiy difiBcult to discern whether an individual who has been identified 
as a master teacher and who happens to be a member of a minority 
group has been so designated because he or she emulates the minority 
disposition and approach in a significant way or because he or she brings 
unique contributions from a particular racial/ethnic culture. Thus condi- 
tions, experiences and resulting attitudes and i^proaches of Black, His- 
panic, Asian and Native American teachers are of primaiy concern in 
this discussion. A greater understanding of these factors may lead to 
identifying inherent or transferable knowledge and skills that are most 
effective with students of diverse populations. 

The time is appropriate for studying by race/ethnicity for no other 
reason than to move forward. Such studying need not be judgmental, but 




ceitainly it can be descriptive, avoiding the pitfalls delineated by Feiman- 
Nemser and Floden (1986) earlier. Societ. is changing and as Bell (1976) 
notes, **[the] political conditioning of the direction of our work may simply 
be a rational way of acUustrng it to the needs felt in the society in which 
we live and work" (p. 4). 
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The Teaching 
Population: 
Present and Future 



Given the current level of attention and energy devoted to school 
reform and improvement, a quality education for all children is a 
reasonable expectation for the coming years. In order to accom- 
plish this goal the content and format of knowledge taught must be 
culturally responsive, and the teacher will be primarily responsible tor its 
delivery. Who are the individuals who will be presented with this chal- 
lenge? For the most part they are well-educated White women, dedicated 
to the profession but unfamiliar with the ethos of the msyor racial/ethnic 
cultures of this society. If all teachers will be required to educate effec- 
tively all children, then it seems only just to include in the ^anks of the 
profession educators of color who are most familiar with and skilled in the 
mission. A more culturally diverse teaching force will require signiBcant 
acliustments to the educational attainment patterns of Black, Hispanic, 
Asian and Native American youth, as well as a new and more attractive 
profile of the profession. 



Thb Current Teaching Force 

According to Gerald, Horn, Snyder and Sonnenberg (^989), approximately 
2.3 million teachers were employed in public elementaiy and secondary 
schools in fall 1988 and the demand is expected to rise to 2.5 mil^' )n by 
fall 1993. Approximately 10 percent of today *s teachii\g force is Black, 
Hispanic, Asian or American Indian. However, increases in the number of 
nUnority school-aged children dwarf their nresence. 

The teaching profession has been donw ated by females of all racial/ 
ethnic groups for well over a centuiy. White males' greatest representation 
in the profession was in 1879 when they constituted 42.8 percent of the 
teaching force (Everden, Gamble & Blue, 1933). Data indicate that males' 
greatest representation (342 percent) within the past 25 years was in 
1971» a year that was also the most productive year for education degrees 
in the centuiy (NEA, 1988; ASCUS, 1988). 
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Differences in teachers' academic prq>aration are evident in dat^ 
collected by the National Education Association (NEA) for the report, 
Status of the American Public School Teacher ( 1988). The data show that 
in 1961, 14.6 percent of US. teachers had less than a bachelor's degree 
and the highest degree held by 61.9 percent was a bachelor's degree. 
Twenty-five years later, in 1986 only .3 percent of teachers had less than 
a bachelor's degree and the majority (50.7 percent) of teachers had a 
master's degree. 

Currently, minority teacher degree attaiiunent s^pears on par with 
that of majority teachers. Specifically, a bachelor's degree is the highest 
degree held by 51.6 percent of minority public school teachers and 48.0 
percent of White teachers; 40.6 percent of minority and 46.5 percent of 
White teachers hold master's degrees. Significantly, 2.3 percent of minority 
K-12 teachers hold doctorates, while 0.5 percent of Whites have accom- 
plished the same (NEA, 1987). Perh^ this is an indication of minority 
exclusion firom other avenues open to the majority population with higher 
degi^ees. 

The NEA survey notes a 10-year decrease of teachers under age 30, 
and an increased percentage of teachers aged 40 to 49 in 1986 (p. 73). 
Haggstrom et al. (1987) also note the aging teaching force with the propor- 
tion of teachers in the 20-24 year old age group dropping bom 46.0 percent 
in 1976-77 to 10.2 percent in 1983-84, and the proportion younger than 35 
dropping fi^om 53.^. percent to 37.2 percent 

The graying teaching force is consistent with the national demo- 
gnq[)hic trend toward an older America (see Chapter V); however, it 
is inconsistent with demographic projections for racial/ethnic minority 
groups that are expected to increase, through births, well into the next 
century. Consequently, while fewer minority students are entering teach- 
ing careers, the current labor force is aging more rapidly than in the past, 
depleting the current supply of educators during a period of greatest need. 

If, as Rury (1989) notes, age is the most consistent change in the 
social characteristic of the teacher of the 1980s, then gender may well be 
the single most important demographic factor influencing the character 
of the profession. As Lortie (1975) provides, the "ecology of schools" 
matches the circumstances of women (particularly those married) who 
teach. In addition, neighborhood schools make it easier for women to 
economize on travel time and the temporal ecology of schools (five- 
day weeks, short days, numerous holids^s and long summer vacations) 
provides more time for household duties than available in other occupa- 
tions. This same schedule, according to Lortie, may be viewed as a subsicj^ 
for males in the profession, allowing time for second jobs. 

Lortie also suggests that motivation for pursuing teaching is gender 
related. He notes that the subjective warrant, i.e., what an individual 
thinks is required for success in a given role, comes closer to matching 
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feminine than masculine ideals as defined by our society, and it empha- 
sizes qualities that are more widely reinforced for girls than for boys. 
According to Hudis (197^, the conflicting priorities of home and work 
have a substantial impact on nearly eveiy aspect of women's labor market 
behaviors. In a summaiy of related research, she reports that conunit- 
ments to a husband and/or children reduces the probability of women 
working in any given year; diminishes the extent of their lifetime work 
experience; decreases their annual extent of employment, even when they 
do choose work; impedes their occupational advancement; and reduces 
their earnings (p. 126). 

Although both White and minority women have more occupations 
open to them today than they did 15 years ago and they participate in the 
labor force at a much greater rate, they still maintain primaiy responsibil- 
ity for child rearing. There have been many recommendations for restruc- 
turing schools, however most refer to int^mal acUustments in staffing 
patterns and roles that wiU not permeate the basic opeiational structure 
that has typified what the public knows as the school d^. Thus, the 
general labor requirements that encourage or support fen!ale participation 
in teaching will likely maintain teaching as a viable career option for 
women, in general, in the foreseeable future. 

The profession's appeal appears to vaiy by race and ethnicity, how- 
ever. Considering that a greater proportion of Black and Hispanic families 
are headed by single women, and Black women provide a greater level of 
financial support to two-salary households, economic realities dictate that 
when minority wonien enter higher education they are likely to pursue 
and subsequently work in professions that will yield greater incomes 
than those offered by teaching. In 1987, families with a female head of 
household were 1'^ percent of WYdte families, 23 percent of Hispanic 
families and 43 peioent of Black families (Bureau of the Census, 1988a). 
Furtlier, Black female-headed families are expected to increase by 25 
percent by the year 2000. It should !: j note'^ that the significant increase 
in single-parent families among Blacks is primarily attributed to educated 
Black women. High school dropouts accounted for only 6 percent of these 
families formed firom 1970-1985 while college-educated Black women 
comprised 36 percent (Hill, 1989). 

Another issue that relates to nunority female participation is the 
cultural orientation that has been maintained within the present society. 
For example, the Hispanic tradition (in reality not unlike those of any 
other population group) that dictates the male as provider is evident in 
the comparatively low proportion of Hispanic women in the work force. 
As Jimenez-Vasquez (1980) provides, women in Hispanic America started 
to acquire higher education as preparation to be better housewives and 
mothers. 
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It is clear that the nation's school systems continue to employ a 
significant proportion (24 percent) of all adult females with college 
degrees and 23 percent of all minorities with college degrees (Darling- 
Hammond et al., 1987). However, this finding should be viewed within 
the context of occupational type, especially for Blacks and Hispanics. 
Participation rates in 1980 for fiill-time employees in public elementary 
and secondaxy schools suggest that Blacks, but particularly Hispanics, 
were employed in noncertified and noninstnictional job classifications. 
For instance, in 1980, Hispanics were 2.6 percent of all elementaiy school 
teachers, L7 percent of secondary school teachers, 2 percent of principals 
and 2.5 percent of central office administrators. At the same time, they 
comprised 8 percent of schools' unskilled labor, 5.9 percent of service 
workers and 4.4 percent of clerical/secretarial staff (Orum, 1986). 

Prospects for the iuture teaching force are both encouraging and 
discouraging. On a positive note, for the 10*year period 1976-86, white- 
collar, nonclerical occupations increased by slightly more than half and 
the number of women and minorities in these occupations skyrocketed. 
Unfortunately, teaching did not benefit fix)m this boom, experiencing a 
growth rate of only 20 percent of other white-collar, nonclerical occupa- 
tions (DarUng-Hammond et al., 1987). On the other hand, since 1986, 
teacher education has experienced a boom of its own, with enrollments 
escalating by as much as 60 percent If it were not for the notable absence 
of racial and ethnic diversity (less than 10 percent) a celebration might 
be in order (Dilworth, 1989; AACTE, 1989b). 

The Fature Teaching Force 

Minority representation in white-collar occupations such as teaching is 
dependent to a great extent on the participation of these groups in post- 
secondaiy education; the high school completion rate for the new work 
force, 18-24 year olds, is disheartening. In 1985, American Indian youth 
had the lowest completion rate (60 percent), followed by Hispanics (62 
percent). Blacks (75 percent), and Whites (83 percent) (Mingle, 1987). 
More recent reports for this age group indicate that the completion rate 
for the 18-24 year-old age cohort has improved more for Blacks than for 
any other racial/ethnic group and that while Hispanics have made gains, 
they continue to lag behind both Blacks and Whites (ACE, 1990; Bureau 
of the Census, 1987, 1988a,c). 

Although larger percentages of Blacks and Hispanics are completing 
high school now than 10 years ago, smaller percentages of these graduates 
are enrolling in college. Their four-year college completion rates, along 
with American Indians, are significantly lower than the White population's. 
Moreover, they are more 24>t than the minority population to postpone 
college entrance, attend a two-year college first and attend college part- 
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time. Of particular note is the high proportion of Hispanics (55.3 percent) 
and American Indians (56.7) who attend two-year institutions (ACE, 
1988a; Woods & Williams, 1987). Thus, as Mingle (1987) contends, the 
success of minorities in gaining access to professional fields hinges upon 
their ability to gain admission to the upper-division programs of four-year 
institutions. However, the two-year completion and four-year transfer 
rates of most students are not high. Citing C. Dennis Carroll's High School 
and Beyond (HS&B) longitudinal data, Mingle reports that only 9 percent 
of 1980 high school graduates entering community colleges directly after 
graduation were seniors in college four years later. 

There are a number of socioeconomic factors that influence partici- 
pation and completion of a baccalaureate degree, particularly in what is 
considered the typical length of time, four to six years. Unifortunately, 
Blacks', Hispanics' and American Indians' training and experiences gener- 
ally place them at hi^er risk of failing to complete this educational cycle. 
For exanq>le, family income, parents' education, type of high school (e.^., 
public V. private) all contribute to the profile of college students. High 
school graduates who come from families with incomes of less than 
$20,000, whose parents have less than a high school diploma and who 
studied a general curriculum at a public high school are not likely to enter 
any postsecondary institution (Mingle, 1987, p. 19). That nunorities are 
disproportionately classified in one or more of these groups clearly indi- 
cates the gravity of the situation. What once was considered normal in 
enrollment and conpletion of higher education is no longer applicable to 
the msyority of the minority population. 

Those high school graduates who immediately enter college full- 
time and continue without ''dropping out" or **st(9ping out" are now 
considered on the "fast track." Mingle (.1987), in his report of Carroll's 
HS&B analysis, identifies significant differences among fast-track students 
by race and ethnicity. He reports Asians "overwhelmingly ahead" of other 
groups in this categoiy with 1 of eveiy 3 students persisting to completion 
in four years. This is compared to 1 of 5 Whites, 1 of 7 Blacks, 1 of 10 
Hispanics and 1 of 12 American Indians reaching that goal. The tendency 
to take more than four years to complete a four-year baccalaureate pro- 
gram is consistent for teacher education students, who on the average 
need four and a half years to complete four-year programs (AACTE, 
1987b). 

Minority student participation in education decreases as students 
proceed through the pipeline. Postsecondaxy minority representation is 
only a firaction of K-12 representation and the proportion of college stu- 
dents pursuing teachmg as a career is miniscule. According to one 1987 
survey, the average college of education enrolls q)proximately 400 stu- 
dents. Of this number, only 22 students will be Black, 7 Hii^anic, 3 
Asian and 2 American Indian/Alaskan Native. Less than 10 percent of 
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prospective teachers are members of any non-European group, while 
approxiniatety 30 percent of the K-12 population comes from these groups 
(AACTE, 1988). 

The findings of the 1987 "Pipeline" survey are consistent with the 
racial/ethnic demographic and educational profile of the nation. For 
instance, the survey found tiiat the western region of the nation enroUs ti 2 
greatest proportion of minorities in teacher education, vhich is consistent 
with the sipiificantiy high Hispanic, Asian and Native American popula- 
tions in California, Hawaii, New Mexico and Oklahoma. It also concludes 
that historically Black institutions (HBIs) continue to produce Black 
teachers beyond their expected capacity. Located in the southern region, 
home of 66 percent of Black Americans, the 1 13 HBIs matriculate approxi- 
mately 17 percent of Black students enrolled in postsecondaiy education. 
HBI schools of education enroll about '^O percent of Black teacher educa- 
tion students. Tribal colleges that are controlled by American Indian 
communities also make a significant contribution to the training of teach- 
ers. For example, Oglala Lakota College (SD), one of the very few bacca- 
laureate-level institutions of this type, has increased the number of Native 
American teachers from one to £q[)proximately 100 in recent years (Carne- 
gie Founoation for the Advancement of Teaching, 1989). 

Researchers have offered a number of reason^* for the increasingly 
low participation of minorities in the teaching profession. Primaiy male- 
factions cited include: students' preference to enter into professions with 
higher salaries and more prestige; increased use of teacher competency 
examinations that disproportionately affect minorities; lack of sufQcient 
financial aid incentives; and the shrinking pool of minorities enrolled in 
four-year colleges and universities (Alston, 1988; Dilworth, 1986; Gari- 
baldi, 1987; Smith, 1987). Darling-Hammond et al. (1987) examined career 
choices of Blacks, Hispanics, Asians and American Indians. They report, 
as do others (ACE, 1987), that since 1975 women and minorities have 
increased participation in the fields of business, science and health-related 
fields at the expense of education and the social sciaices. 

As Table 1 shows, degrees in education earned by minorities declined 
precipitously from 1977 to 1985, with the greatest proportimate decrease 
being for Black graduates (58 percent). Degrees awarded in education 
also declined for Asians (14 percent) and Native Americans (32 percent) 
during this seven-year period; the number of degrees increased and subse- 
quently decreased for Hispanics (17 percent). 

The inability of the profession to attract and retain a critical mass of 
newly qualified minority teachers portends difficulties in future decades 
for all sectors of education. The professoriate in schools, colleges and 
departments of education is also deplete of minority representation leav- 
ing very littie optimism for cultundly informed traiiung of prospective 
teachers (AACTE, 1987h; Harvey & Washington, 1989). 
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Table 1. Number and Percent of Bachelor's Degrees Conferred in Education by Race/Ethnidty 

1977-1985 





1977 




1979 




1981 




1985 




CHANGE 




N 


% 


N 


% 


N 


% 


N 


% 


% 


White, non-Hispanic 


125148 


872 


108949 


86.6 


93724 


86.6 


77531 


88.3 


-38.0 


Black, non-Hispanic 


12992 


9.1 


11509 


9.1 


9494 


8.8 


5456 


6.2 


-58.0 


Hispanic 


3050 


2.1 


3029 


2.4 


2847 


2.6 


2533 


2.9 


-17.0 


American Indian/Alaskan 


707 




645 




569 




483 




-31.6 


Native 




















Asian/Pacific Islander 


894 




785 




723 




770 




-13.9 


Nonresident Alien 


741 




869 




908 




1015 


1.2 


+36.9 


TOTALS 


143532 




125786 




108265 




87788 




-38.8 



Source: The Cmdition of Education, Volume 2 Postsecondaiy Education (1989). Washington: USED/OERI pp. 78-80 
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The shortage of minority educators has not gone unnoticed. Recruit- 
ment and retention programs have been established in all regions of the 
countiy; however, some have met with more successes than others. The 
effectiveness of these activities is contingent upon a number of fectors 
including genuine concern, commitment of resources and the ability to 
collaborate with educational and community institutions and agencies 
that are most knowledgeable and skilled in meeting the needs and desires 
of the target groups (AACTE, 1989a). 

Finally, those involved in recruitment efforts must recognize that the 
profession reflects moic disincentives for people of color than for others. 
Testing requirements for entry, exit and certification for exceed those of 
other bachelor-level fields and minorities understand that these examina- 
tions typkaUy present a greater challenge to them. Although teacher 
salaries have improved over the years (AFT, 1989) there is a general 
perception of a low cost-benefit ratio for the field. Since Blacks and other 
minorities attend college with greater loan burdens than others (Kirshner 
& Thrift, 1987; ACE, 1990) and minority women cany greater responsibil- 
ity for household income than their m^'ority peers, the decision to enter 
teaching is often a sacrifice. The educational community has not offered 
individuals of color compelling reasons to join its ranks. The often cited 
reward of being a "positive role model" is inadequate for most It suggests 
that external physical appearance is more valued than internal knowledge. 
If Black, Hispanic, Asian and Native Americans have reasonable assurance 
that they will be trained, employed and compensated well, consulted with 
and promoted for their unique contribution^j, the field will certainly be 
more attractive. 
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IV 



Motivation, Rewards 
and Incentives 



There are basic and widely accepted notions about what motivates 
an individual to enter the teaching profession and about the rewards 
and incentives one gleans from participating in it Certain of these 
factors appear to be standard to teachers of all backgrounds, while others 
suggest differentiating appeal across racial/ethnic groups. A cross-cultural 
understanding of motivation can do much to enhance recruitment efforts 
while rewards and incentives provide a good point of reference for reten- 
tion strategies. 



Motivation 

The literature on motivation as it relates to teaching is extremely consis- 
tent regardless of nationality, socioeconomic background, gender or point 
in time. It is a foregone conclusion that prospective and practicing teach- 
ers enter the profession with the altruistic motive of helping youth and 
society. An eicample of this thinking is found in the results of surveys 
conducted in 1961 and 1985 of teacher education students at Northern 
Illinois University (Joseph & Green, 1986); of teachers responding to 
Lortie's (1975) "Five Towns" survey in the early 1970s; of Singapore 
student teachers in 1965, 1981 and 1988 (Soh Kay Cheng, 1989); and of 
Black, Hispanic and Asian American teacher education students from all 
regions and socioeconor.uc backgrounds in 1988 (AACTE, 1990). In all 
instances, the decision to enter teaching is primarily prompted by the 
noble gesture of service, rather than by material gain. 

Joseph and Green (1986) attempt to put the question of motivation 
in perspective when they state: "Suspicions about self-reported motives 
expressed by researchers and educators suggest that the literature on 
teacher motivations should not be accepted at face value" (p. 31). The 
authors found reasonable evidence that motivation in teaching may be a 
learned response which masks deep neurotic impulses or provides a 
mechanism for saving face. For example, those who pursue teaching may 
well have an underlying desire for superiority or perceive an occupation 
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working with children more comfortable (especially to women) or less 
threatening than working with adults. 

One motive often citad is that teaching provides an opportunity 
for individuals from blue-coUar backgrounds to move to white-collar 
jobs. While some researchers (Sedlak & Schlossman, 1987; Sykes, 1983; 
Dworkin, 1980) provide convincing evidence that the desire to teach is 
conditioned more by the heretofore limited access to other occupations 
than by aspirations to become part of another class, it can be argued that 
teaching was the only available vehicle for women and minorities to 
an upper class. The motive of class mobility appears to be subject to 
socioeconomic conditions more so than others and as a result has greater 
implication for minority participation than do others. 

Dworkin (1980) offers an interesting perspective of the ^ nobility 
of teachers by race/ethnicity. In a stady of urban Black, Wliif e and Chicano 
teachers in the Southwest from 1930-1970, he found that younger (under 
35) Black and White teachers are more often from families where the 
head of household is in a high-status occupation than are older teachers 
(36 and above). On the other hand, young Chicano teachers are more 
inclined to come from blue-collar and lower occupational origins than 
their more senior counterparts. He notes that this exception is likely as 
Chicanos, more recently than Blacks, have been able to utilize education 
as a vehicle for upward mobility. 

Dworkin suggests that since the 1930s teaching has been frequented 
by the children of individuals in high occupational strata and that children 
of blue-collar parentage participate at a greater rate during times of 
teacher shortages. He argues against the generally accepted notion that 
the "class structure had become more permeable, enabling individuals 
from working-class and farm backgrounds to enter public school teach- 
ing" (p. 71). It should be noted that those individuals who were >oung" 
during Dworkin's 1970 study, are now part of the emerging older cohort 
and the premise that young White and Black teachers come from profes- 
sionally classed families and Chicanos from blue-collar may no longer be 
credible. 

More recent data (NEA, 1987) suggest that there has been asigrdficant 
increase in the percentage of teachers whose fathers are professionals or 
semiprofessional, from 14.5 percent in 1961 to 21.9 percent in 1986. How- 
ever, 22.5 percent of minorities, compared to 7.2 percent of Whites, report 
fathers who are unskilled laborers. SimUarly, while 22.2 percent of White 
teachers report manager or self-employed fathers, only 15.5 percent of 
minorities report the same. In addition, minority teachers are more 
inclined to have parents completing less than both an elementary arid a 
high school education. 

Indeed, there have been some changes in the character of teaching, 
and of indhdduals pursuing teaching, in the past decade; genaally, new 
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teachers are older, spend more time preparing to teach and can expect 
to earn more money initiaUy than their predecessors. Although women 
continue to dominate the profession, education is no longer the field of 
first choice for minorities or for the general undergraduate population 
(ACE, 1987). 

A 1988 sun^ey of teacher education students (AACTE, 1990) indicates 
that significant proportions of new Black, Hispanic and Asian American 
teachers likely come firom lower-income families. Specifically, the survey 
reveals that sq;)proximately 3 1 percent of Asian, 20 percent of Black and 
14 percent of Hispanic teacher education students come from families 
with an estimated income of less than $15,000. AH>roximately 12 percent 
of White students report parental incomes at this level. Teacher education 
students coming from families with an estimated parental income of 
$15,000430,000 are also generally perceived as low-income. Approxi- 
mately 51 percent of Hispanic, 36 percent of Black, 27 percent of White 
and 13 percent of Asian teacher education students fall in this category. 
The proportion of education students conung from families of middle- 
and upper-income brackets ($30,000 or more) shows White students com- 
ing from markedly better financial circumstances (60 percent) than Blacks 
(45 percent), Asians (56 percent) and Hispanics (35 percent). 

It is interesting to compare the economic background of those pursu- 
ing teaching with those entering a more prestigious occupation such as 
medicine. An Association of American Medical Colleges study (1989) of 
students accepted in medical school in fall 1988 provides some measure 
for comparison. There appear to be considerable differences in the eco- 
nomic backgrounds of teacher education and medical students by race/ 
ethnicity. For instance, 31 percent of Asian American teacher education 
students report low family incomes of less than $ 15,000 but only 7 percent 
of Asian American medical students indicate the same, ^proximately 4 
percent of White medical students' family ecoromic backgrounds fall in 
the low-income category, while 12 percent of teacher education students 
do. Black (15 percent and Hispanic (ranging from 11 percent to 25 
percent, by group) new hiedical students cite higher rates of poverty than 
do teacher education students. (See Table 2.) 

Parental educational attainment also contributes to the demogrsq^hic 
profile of new teachers. For the most part, the parental educational back- 
grounds of teacher education students' mirror those of the nation as a 
whole. Specifically, approximately 56 percent of Hispanic stiidents report 
mothers vrith less than a high school education compared to 39 percent 
of Asians, 24 percent of Blacks and 14 percent of Whites. Similarly, 
approximately 47 percent of Hispanic education students report fathers 
with less than a hijgh school d^loma compared to 26 percent of Blacks, 
24 percent of Asians and 17 percent of Whites (AACTE, 1990). 

27 

ERiC 38 



Table 2. Percent of Teacher Edacation and Medical Stndents 
firom Low-, Moderate-, and Upper-Income Familiesi by 
Race/Ethnlclty 





% Teacher Education 


% Medical 


Income Less Than $15K 


Students 


Students 


White 


12 


A 
*i 


Black 


20 


15 




14 




Mexican 


— 


16 


Piiprfci Rtoftn HtlsiinlsinH'^ 






Puprtn RtPAP mnfnmnnwPAlth^ 






Other Hispanic 




11 


Asian 


31 
til 


7 


Native American 




1Q 
la 




% Teacher Education 


% Medical 


Income- 415K-430K 


Students 


Students 


White 


27 


0 

a 


Black 


36 


17 


Hi^[)anic 


51 





Mexican 


— 


22 


Fiiprtn Ricftn n\/lainlAnH^ 

M AwJVCUl ^A*AC*U UCU l\ ■ J 




lo 






91 


Other Hispanic 




11 


Asian 




10 


Native Ampric&n 




1Q 

117 




% Teacher Education 


% Medical 


Income Greater Than $30F 


Students 


Students 


White 


60 


50 


Rljirk 






Hiiq>anic 


35 




Mexican 




36 


Puerto Rican (Mainland) 




36 


Puerto Rican (Conunonwealth) 




32 


Other Hispanic 




42 


Asian 


56 


43 


Native American 




36* 


Source: 


(AACTE, 1990) 


(AAMC. 1989) 



NOTE: These data represent two distincUy separate surveys, designs and analyses. Teacher 
education data reflect responses of students enroUed in 1088-89 academic year. Medical 
student data reflect percent of applicants for 1988. Totals may not ecgual 100% because of 
rounding and exclusion of Nonresponse category. A ( - ) in table indicates data unavailable. 



Understanding that most white-collar jobs require at least a high 
school diploma, and that most also pay salaries above $15,000, it is safe 
to assume that a significant proportion of Black, Hispanic and Asian 
teacher education students come from blue-collar and/or low-income 
families. This cursoiy review is insufficient to conclude that teaching is 
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currently considered a vehicle to permeate a particular socioeconomic 
class by ai\y group. However, it does suggest that the poor of all groups 
ro^tinue to have reasonable access to the teaching profession, more so 
than to professions such as medicine. In addition, those of middle- and 
i^per-class backgrounds continue to pursue careers in teaching. 

Access to higher education clear^ tempers the number and type of 
individuals entering teaching. As noted earlier, minorities' low participa- 
tion rates in four-year institutions limit access to a number of occupations, 
including teaching. On the other hand, Lortie (1975) suggests that such 
inequities work to the advantage of the teaching profession. He states: 

Few occupations are in as good a position to take advantage of socioeco- 
nomic constraints which limit access to college educav on. The system of 
inexpensive and accessible colleges for teacher training turns out to be more 
than an institution of socialization — it also recniits. One finds a kind of 
'entra^aflent* as such colleges draw in students of limited opportunity whose 
initial interest in teaching is low (p. 48). 

Nevertheless, he concedes, and the research literature suggests, if limited 
opportunity tempers initial interest it operates in a gentle and benign way. 

Changes in higher and teacher education within the past decade also 
counter the ea^ access notion. The requirements to enter and exit teacher 
education institutions have increased substantially. What were once four- 
year programs now generally require an additional semester's work; five- 
year programs to allow for additional field and induction experiences are 
becommg more conunon; and nearly eveiy state requires a certification 
examination for beginning teachers (AACTE, 1987a,b). 



Rewards and Incentives 

The motivation tc» enter teaching is somewhat useless without something 
to sustain it For the teaching profession these sustaining components 
are termed "rewards and incendves" and they play a key role in the 
level of satisfaction that teachers derive firom their work. "Rewards'' and 
"incentives" are typically used interchangeably in the literature. Although 
they are closely related they can be differentiated in that "incentives are 
rewards that are anticipated on the condition that their potential recipi- 
ents take particular action" (Kottkamp, Cohn, Provenzo, & McCloskey, 
1987, p. 22). Rewards are conunonly categorized as extrinsic, ancillary 
and intrinsic. While extrinsic rewards, such as salaries, are objective and 
are received in detc4chment firom the process of work itself, intrinsic 
rewards are subjective cJid are received wholly while engaged in the 
work itself. Ancillary rewards such as income security draw on objectwe 
characteristics of the work, but may also be subjectively valued more by 
some than by others (Kottkamp et al., 1987, p. 19). 
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As the prev;ous discussion on motivation suggests, teachers univer- 
sally gamer more gratification from intrinsic rewards such as the fidfill- 
ment of having successfully contributed to the development of a child, 
than ftt>m extrinsic rewards such as compensation and position. Yet, in 
their stucfy of Black, Cuban and White teachers, Kottkamp et al. found 
differences among groups in general satisfaction; receipt of various type3 
of rewards; orientations toward oUeagues and individuals in authority 
positions; and desire to teach ejitain types of children. The authors 
found that Black and Cuban teachers, more than others, gain primaiy 
satisfaction thr jugh intrinsic rewards, especially when they have the 
opportuniiy to stucly, plan, master cla^room management, '*rearh" stu- 
dents and associate Mrith colleagues and children. The authors also noted 
that s4>proxiniately one-quarter of White respondents choose ancillary 
rewards at a rate 10 percent greater than Cuban teachers and three times 
that of Black teachers. 

Kottkamp et al. (1987) s4>proached this particular study with two 
questions: whether the receipt of rewards and incenth^es takes a similar 
or different pattern across ethnic groups; and whether interactions 
between the teacher and his/her principal or students enhance the under- 
standing of receipts beyond the knowledge Of ethnic identity of the 
teacher alone. Since their study, ^Teacher Ethnicity: Relationships with 
Teaching Rewards and Incentives," is unique in its analysis on a racial/ 
ethnic dimension, it wiU be used to frame the remainder of the discussion. 

A simple, yet deceiving indicator of satisfaction with the rewards of 
teaching is length of sendee. S*nce adults with impropriate training are 
free to move in this society fr. i one occupational situation to another, 
the presumption is that those who remain in teaching obtain au quate 
benefits fit)m it In aoc^ition, individuals who do leave teaching, likely do 
so percer * ^ less risk of difficult re-entry than those in other occupations. 

The o« .or number of schools in this countiy gives qualified teachers 
the impression that they will be able to return to teaching, if th^ need 
to, at almost any time and in almost any place in the countiy. However, 
the resear'^h of Wise, Darling-Fanunond and Beny (1987) suggests that 
there is increasing diversity in the recruitment, selection and hiring prac- 
tices of school districts throughout the nation it impedes an easy 
entry, exit and re-entiy process for teachers. This finding is somewhat 
substantiated in NEA (1987) survey data that indicate fewer teachers are 
being hired than in previous oecadcs and higher percentages of teachers 
are remaining in their current systems (p. 21). 

NEA (1987) found tl 1.6 percent of all teachers report twc ^ ^ars 
or less of teachhig experience; 44.8 percent had from 3 to 14 years of fidl- 
time teaching experience; and fully half of ail teachers (50.8 percent) 
had 15 or more . ei>rs. The mean number of years of full-time teaching 
experience in 1986 was 15 years (p. 20). While ^proximately {lO percent 
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of teacher education students indicate that they intend to pursue teaching 
for 10 or more years (AACTE, 1990), research data (Metropolitan Life, 
1988) also suggest that the majority (55 percent) of new and less experi- 
enced minority teachers are more likely to say that they will probably 
leave the profession within the next 5 years (p. 21). 

Although Kottkamp et al. (1987) did not use years of service in the 
general satisfaction equation, the demographic profile of their respondent 
group provides some insights and reflects Dworkin's teaching population 
profile of the 1970s. Specifically, Kottkamp et aL reported that Blacks and 
Whites have comparable proportions of experience, most ranging from 6 
to 20 years and that Cubans in teaching, generally reflective of the Hispanic 
population, tend to have a range of fewer and greater years of experience 
when compared to the others. NEA (1987) da^ also show that Black and 
other minority teachers are less likely to have breaks in service for any 
reason than their majority counterparts (p. 22). 

A more direct and thus reliable gauge of teacher satisfaction is prac- 
titioners' responses to the following general questions: How satisfied do 
you feel about your particular job/career? (Kottkamp et al., 1987 and 
Metropolitan Life, 1988) School? (Kottkamp et al., 1987) How willing 
would you be to teach again? Metropolitan Life has surveyed teachers on 
satisfaction since 1984 and reports in 1988 that 50 percent of teachers are 
"veiy satisfied" with their job, which is a substantial increase for the 
period. However, the NEA (1987), sarveying educators since 196' ^eports 
a significant decrease in teachers that "certaiidy" or "probably*' would 
teach again and an increase in the percentage of tp*^ hers who would not. 

Both national surveys, the NEA and Metro^ Iitan Lu'^, found that 
minorities and/or younger teachers are more irclined to be dissatisfied 
with the profession than older, more experienced professionals. The NEA 
study notes, however, that in 1981 and in 1986, yoimger teachers (under 
30) were reporting their certainty of becoming teachers again in rouf^ 
the same proportion as their over-age-50 cohorts (p. 59). 

On the other h^d, Kottkamp et al. (1987) in their survey of Dade 
County, Florida, teacherr and that Whites on the whole were less satis- 
fied with their jobs and schoois than Blacks and Cubans. Specifically, they 
report "a tendency for Anglo teachers to be the least satisfied with their 
jobs and e chools «md tlie most likel}' to send their own children to a private 
rather than public school if given the option" (p. 14). It is interesting to 
note however that Dwt (in(i980),inhisstudyofteachersinasouthwest- 
em urban district, found no sigrdflcant differences in the desire to quit 
teaching among urban Black, White a^d Cliicano educators of the same 
occupational origins in the 1970s (p. 72). 

As would be expected, neither salaiy (Kottkamp et al., 1987) nor job 
security (NEA, 198*0 has been identified as having a great influence on a 
teacher's decision to remain in the profession. Only 16 percent of Whites, 
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11 percent of Blacks and 12 percent of Cubans stated that their salary 
provided the most satisfaction for thein. On the other hand, Cubans (40 
percent) were more likely than Whites (21 percent) and Blacks (31 per- 
cent) to consider **respect from rhers" a reward of teaching (p. 16). 

Regardless of its perceived limited influence, satisfaction typically is 
tied to working conditions and compensation. According to the NEA, 
since 1981, teachers working in small school districts seem more satisfied 
with their careers than those in large- and medium-sized distncts (p. 59). 
This suggests rewards beyond compensation in that teachers in urban 
and suburban chool districts have higher mean salaries than those in 
smaller systems (Metropolitan Life, 1988, p. 12; NEA, 1987, pp. 66-67). 

Kottkamp et al. (1987) provide a categoiy of analysis termed '*nega- 
tive rewards," i.e., detractors from positive intrinsic and extrinsic rewards. 
They report that low salaries, discipline problems and, to a lesser extent, 
bi!mout are the most frequently cited deterrents or negative rewards for 
all racial/ethnic groups. Among teachers of different backgrounds, the 
authors found Black teachers perceived more problems with discipline, 
Cubans were frustrated when unable to achieve their own ideals and 
Whites were burned out more than others. (See Table 3.) 

It is interesting to note that in a different survey (AACTE, 1990), 
when prospective teachers were asked why more minorities are not 
entering the profession, responses were similar across groups. As Table 
4 shows, minority students, and Black students in particular, find low 

Table 3. Teachers* Top-Ranked Reasons Why Teachers Are 
Leaving the Classroom, by Race/Ethnicity 

(In Percent) 



Whit e Black Cuban 

Low Salaries 73 75 68 

Discipline Problems 62 75 60 

Burnout/Exhaustion 44 26 34 

Frustration 25 17 28 

Source: KotUcamp et al. 1987 



NOTE: Kottkamp et al. asked practicing teachers to rank among 10 items reasons why 
teachers are leaving the profession. 

Table 4. Prospective Teachers* Reasons Why Minorities Are Not 
Entering Teaching, by Race/Ethnicity 

(In Percent) 





White 


Black 


Hispanic 


Asian 


Low Salaries 


44 


74 


62 


53 


Discipline Problems 


23 


53 


43 


41 


Burnout/Exhaustion 


12 


29 


30 


41 


FYustration 


27 


42 


32 


47 



Source: AACTE, 1990. 

NOTE: AACTE s Metropolitan Life survey asked teacher education students to select among 
8 items reasons why minority students are LOt entering the profession. 
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salaries and discipline in the schools to be detractors more so than do 
Whites. On the other hand, White students do not cite bumout/firustration 
at as high a rate as their professional cohorts. Frustration in being unable 
to achieve one's ideals is perceived to be a deterrent to professional endy 
by Black and Asian students more so than by Whites and Hispanics. 

These differences in perceptions may be attributed to a number of 
factors related to actual e3q[)erience in teaching, teaching environment 
and/or socioeconomic back^ound. Certainly, each group best represents 
the views of its peers. Consequently, it may be safe to infer that higher 
teacher salaries will help retain practicing teachers of any group and will 
specifically help recruit minorities. 

Discipline problems in the schools are clearly a reality that many 
prospective White teachers do not seem to anticipate or comprehend. 
Since the majority of White teacher education students come from pre- 
dominantly V/hite rural and suburban schools and neighborhoods, and 
wish to return to these situations, this lack of comprehension is conceiv- 
able. Conversely, minority students who frequently attend urban and low- 
income schools, often associated with disciplinaiy problems, may view 
the teaching experience in a dififerent light (AACTE, 1990). 

Since, as discussed earlier. Black and Hispanic women make greater 
coniributions to total family income than do White women, the need to 
work may be so compelling that burnout and frustration are not feasible 
or likely reasons for quitting a job. In h study of Black and White women's 
commitment to work and wages, Hudis (1977) finds that Black women 
place a primaiy emphasis on maximizing income. White women may 
make job decisions that reduce the importance of maximizing income 
and emphasize instead ancillary rewards such as desirable woridng hours, 
commuting distance or other job characteristics that may -conflict with 
higher wages (p. 141). 

Minority teachers are more inclined to see the societal benefit of 
teaching, in their initial decisior to teach and in their present purpose 
(NEA, 1987). Aiiditionally, accordii\g to Kottkamp et aL (1987), 24 percent 
of majority teachars find "the economic security, time, freedom from 
competition and appropriateness for persons like me" more important 
than do Cuban teachers (15 pe;-cent) and Black teachers (0 percent 
(p. 19). 

One veiy interesting difference among teachers is their perceptions 
of peers and colleagues. According to Kottkamp et al. (1987), Anglo 
teachers are oriented more toward collegial or peer relationships than 
are Black teachers. Conversely, Black teachers have more favorable views 
of principals and are more disposed towards individual^) m formal author- 
ity positions than are their miyority peers (p. 28). This attitude may be 
partially explained when considering the Metropolitan Life finding that 
minorities are more critical oi their colleagues than others. The study 
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reports that they feel their peers have "irdnimal expectations for teaching 
and learning"; "show little expertise and persoiud knowledge in lecture 
material"; and "go through the motions of presenting information" (p. 27). 

In addition, minority groups' experiences in this country have forced 
them to rely upon authority and bureaucracy when serious conflict arises. 
It is consistent therefore for Blacks, Hispanics, Asians and American 
Indians to appeal to school or building authmty, i.e., the principal, than 
to their majority peers who are not required by law or inference to be fair 
and equitable. 

Finally, in their examination of incentives, Kottkamp et al. (1987) 
devised a congruency quotient that 2q;)proximated one-third of teachers 
actually teaching the kinds of students they prefer. Students, the authors 
state, are "powerful agents" for the distribution of incentives and disincen- 
th^es. Students have a wide range of latiti^de in deciding to work with, 
fight against or ignore the teachor's efforts to reach and teach them. 
The authors' calculations suggest that Black teachers, as a group, would 
probably be able to derive the highest amount of incentive value from the 
student populations that they currently teach, while White teachers, as a 
group, lil^ely would derive the lowest incentive value. Since "incentives 
are rewards anticipated on the condition that their potential recipients 
take particular actions" (p. 22), and intrinsic rewards, such as student 
achievement, are vital to satisfaction for teachers of all groups, this finding 
is particularly important 

The previous discussion suggests that teachers of ail backgrounds 
share a common desire to help children grow and develop. However, the 
decision to pursue this desire occupationally— initial^ and over time- 
is often more costly for people of color. As the role of the teacher is 
redefined in school restructuring efforts, it will be useful to gauge the 
extent to which changes complement a multiethnic teaching force. 
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V 



RaciaJ/Ethnic Cultures 



The following discussion does not provide a complete description of 
the non-European racial/ethnic groups present in this country but 
does offer p cursoiy review of the demographic and educational 
experiences of those groups that will most likely be evident for the 
balance of this century. This short journey attempts to provide a sense of 
the rich, cultural texture of this society, and of the nation's schools. 

There is a growing recognition among informed educators that 
groups typically termed "minority" actually represent the m^ority in a 
significant number of localities. Although certain states and regions of 
the nation have not experienced drastic changes in the composition of 
their populations, the fact remains that the complexion of the United 
States is changing. At present, spproximately 14 percent of all adults and 
20 percent of all children are members of minori^ groups, and within the 
next two decades one-third of all school-aged children will fall into this 
category. In addition, "minority workers will make up one-third of the net 
additions to the U.S. labor force. By the turn of the century, 21.8 million 
of the 140.4 million people in the labor force will be non-White" (ACE, 
1988b). 

For these very basic reasons, the educational needs of the racial/ 
ethnic groups of this and coming decades are significantly different than 
those of previous years. In this increasingly technological era, it is essen 
tial that education be truly functiop-M for these groups rather than a 
ceremonial testament to social justice and equal educational opportunity. 
Part of the solution, if indeed not all, lies in a true or greater understanding 
of the ethos of the msyor racial/ethnic groups in this country, an identifica- 
tion of effective teaching methods and formats, and a u««ermination of 
the processes whereby this information can be translated to all teachers. 




Minori^ Groups 

The experiences of minority groups in this country vary by country of 
origin, language, primary settlement areas and purpose for being in those 
areas. *rhe msyority of the Ui?. population arrived as European irrunigrants. 
Other groups were already settled (Native Americans) or were absorbed 
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as part of territorial acquisition (Pacific Islanders). The Black population 
arrived in servitude. The resultant educational inequities have been well 
documented in the literature. As the largest and most visible non-Euro- 
pean ethnic group in this country, most of the efforts to improve, enhance 
or equalize educational opportunities in the nation have been designed 
for and directed to Black Americans. Asian Americans, specifically Chi- 
nese and Js^anese, follow the latter group in arrival and, at the beginning 
of this century, in number. Their experiences have been tempered (more 
so than for Blacks) by world economy, but they do share discriminatory 
experiences based upon visible differences in appearance. 

Hispanics, in the numbers they represent today, are the most "recent 
group'' and share the language barriers of Asians. Hispanics are the youn- 
gest and fastest growing minority in the nation. Between 1980 and 1987, 
the Hispanic population increased by 30 percent compared to 6 percent 
for non-Hispanic groups. Individuals of Mexican origin (11^ million) are 
by far the largest Hi^anic group in the country followed by Puerto Ricans, 
Cubans, Central and South Americans. 

The following provides a profile based on census projections of the 
U.S. population in the coming decade: 

• The His; anic. Black and Asian population under age 18 will 
increase from 21 percent to 34 percent (Schwartz & Exter, 1989). 

• The number of Americans aged 25 to 34 wiU fall 15 percent. The 
proportion of Whites in this age group will drop from 74 percent 
to 68 percent; Blacks will increase from 13 to 14 percent; Hispanics 
from 10 to 14 percent and Asians from 3 to 5 percent. 

• The number of Americans aged 35 to 44 will increase by 18 percent. 
The proportion of Whites in this age group will drop from 78 to 73 
percent; Blacks will increase from 11 to 13 percent; Hispanics from 
8 to 10 percent and Asians from 3 to 4 percent 

• The number of 45 to 54 year olds will increase by ^^proximately 
50 percent. The proportion of Whites in this age group will decrease 
from 80 to 77 percent; Blacks will increase from 10 to 11 percent; 
Hi^>anics from 7 to 8 percent and Asians from 3 to 4 percent (Staff, 
1989). 



Race/Ethnicity and Assimilation 

According to Jiobu (1988), ethnicity can be real and ephemeral, insignifi- 
cant and important He describes ''symbolic ethnicity'' wherein there is 
recognition of one*s heritage and culture, e.g., St Patrick's Day, yet the 
group is so well assimilated into the society that on March 17 . . it is 
said, that there are only two kinds of people, the Irish and those who 
want to be*' (p. 11-12). Allen and Turner (1988a) note, "For Whites bom 
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in the United States an ethnic identity is usually less important than it 
was a half centuiy ago, but much of its current meaning may be subtle 
and personal rather than readily visible to strangers" (p. ix). There is, 
according to Cans (cited in Jiobu, 1988), '^nostalgic allegiance" to the 
culture of the inunigration generation, or that of the old countiy/ 

Social and economic realities of this countiy dictate a different dispo- 
sition towards ethnicity for non-European groups. Discrimination against 
minorities i^i housing, employment and educational opportunities is easier 
to accomj ^h since the targets have clearly visible physical, and to a 
lessor extent, language distinctions. Non-European residents cannot vol- 
untarily dismiss their ethnicity as easily as many European groups (Jiobu, 
1988). Albeit, recognizing that many individuals from these groups would 
likely decline the opportunity, such a dismissal would probably escalate 
the cultural ^thesis of the educational enterprise. 

Jiobu (1988), in his examination of California's Asian, Mexican and 
Black Americans' assimilations, offers five areas of conunonality in their 
U5. experiences: 

1. the size of a minority group has little to do with the intensity and 
scope of the msyority reaction; 

2. the specific ethnicity or race of a group has little to do with the 
intensity and scope of the msyority reaction; 

3. antiminority frrces subordinated all groups through the establish- 
ment of a legal infi'astructure which at times also rendered eco- 
nomic restrictions; 

4. violence accompanied the building of the infi^tructure; and 

5. pejorative stereotypes developed (p. 56). 

Jiobu also probes and analyzes the demogrs^hic factors of sex, age 
and fertility to establish a "demographic potential'' quotient. He defines 
den^.ographic potential as *'certain features of a group's demography that 
predispose the group toward socioeconomic achievement" (p. 77). 
/Jthough the concept of a racial/ethnic group's advancement being prem- 
ised on such ordinaiy factors is narrow, Jiobu offers some basic facts 
that, on their face, have particular rele^'C^.v:e to the education of minorities 
in general, and to occupational choice (teaching) in particular. While the 
author's conclusions are based upon 1980 census data for eight California 

*NOTE: The broad anatomical categories of race: Caucasoid, Mongoloid and Negroid are 
more convenient than they are accurate. The imyority of individuals, particularly in this 
nation, can not legitimately be assigned to one single categoiy without a significant applica- 
tion of exceptions. *There are Whites whr are darker than some Negroes; dark hair and 
eyes are common among all races . . (Benedict in Marden A M^er, 1968). Consequently, 
discussion that focuses on ethnicity or ancestry will yield more useful descriptions. It should 
be noted, however^ that certain minority groups "see their position in society as qualitatively 
different from that of White ethnic groups. They prefer to describe the pr^aiy dimension 
of society in terms of race rather than ethnicity" (Allen A Turner, 1988a, p. ix) 
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groups (Black, Chinese, Filipino, Japanese, Korean, Mexican, Vietnamese 
and White), one may be reasonably confidentthatthe trends are consistent 
with the general VS. population. 

Much of the recent attention to minorities and their education has 
been proir4>ted by the visible evidence of many Black, Hispanic and 
Asian youngsters in the classroom and by the statistical projections, 
conservative or otherwise, that promise an even greater presence. Demog- 
raphers, of necessity, approach populations in a pedantic way and utilize 
grs^hic pyramids to iUustrate different factors in the population. Gener- 
ally, an ''expansive** pyramid indicates a population with many young 
people (a broad base) and i^stematically tapers to a point (few older 
persons). In a ''stationary** pyramid, the middle portion is narrower than 
the base or top indicating a zero or slow growth population; and the 
"constrictive** pyramid depicts few youngsters (narrow base), a bulging 
mid-portion, and moderately tapering top (p. 63). 

Jiobu suggests that a constrictive classification can be advantageous 
to the group's economic progress. He finds that Black, Chinese, Japanese 
and White Americans are constrictive. Filipino, Korean and Vietnamese 
Americans are somewhat stationary and Mexican Americans expansive. 
Although populations with few youths at their base cannot maintain the 
same size over time, fewer children free resources from child rearing to 
direct consumption and economic endeavors. Jiobu further offers thai 
women in constrictive populations may be more able to pursue work 
out&(ide of the home g 'en a relatively small cohort of children (p. 67). 

In regard to gender, Jiobu finds Chinese Americans with the most 
balanced population, 99 males per 100 females; followed by Filipinos 
(97:100), Whites (97:100) and Blacks (96:100); Vietnamese (108:100) and 
Mexici^ American males (105:100) outnuraber females. A number of 
socioeconomic factors seem to contribute to these imbalances in the U.S. 
population. Aside from natural biological occurrences (a longer expected 
life span for women in the Western society), high infant mortality rates 
for groups such as Blacks, selective migration as in the case of Mexican 
Americans and the Vietnamese, and restrictive inunigralion laws that 
earlier had an impact on Chinese and Filipino entrance, have influenced 
the representation of men and women from racial/ethnic groups (pp. 68- 
69). 

A group's growth is also greatly influenced by the fertility of its female 
population. As has been reported by Hodgkinson (1986) and others, the 
non-White population of the nation is growing at a greater rate than is the 
m^orit' population. Jiobu (1987) offers child-women ratios (number of 
children four years or younger per 100 women aged 15 to 44 years) for 
California population groups, which are consistent with these reports. 
While he finds Japanese (17:100) and Korean (24:100) Anterican rates 
lower than those of Whites (25:100), the larg<*r ethnic populations, i.e., 
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Mexican (53:100), Vietnamese (37:100), Black (34:100), Filipino (31:100) 
and Chinese (27:100), show high fertility (pp.73-75). Fertility is influenced 
by a number of factors that reflect a group's culture: religious doctrine 
that prohibits birth contnol; familial upbringing that discourages young 
women from pursuing higher education or work outsicle the home. 

Although educational attainment and geographic residence and 
mobility significantly influence the type of work individuals pursue, popu- 
lation growth, sex composition and age constructs significantly impact 
rate of participation. Theoretically^ population groups with constrictive 
pyramid structures should have a critical mass of mature, established, 
"active** members that can potentially maintain or improve that group's 
socioeconomic status. At the same time, this creates a "job squeeze'' for 
the young as they compete for a limited number of similar jobs or attempt 
new markets (Jiobu, 1988). Of course for U.S. racial and ethnic minorities, 
the status quo is wholly unacceptable. For groups such as Blacks, the 
critical mass of mature members are losing ground rather than improving 
their socioeconomic status. Moreover, their youths are not pursuing jobs 
traditionally supported by members of their own population, such as 
teaching. It should be noted, however, that Blacks' participation in the 
profession was initially approved and supported as a means to maintain 
segregated schools. Although de facto segregation prevails at present, the 
necessity of maintaining a critical mass of Black teachers no longer seems 
as crucial to the majority as well as to the Black population as it once 
was. 

Expansive or growing populations, such as Hispanic Americans, 
entering the teaching profession would not create a "job squeeze" for 
their older cohort but could create one for their White cohorts. Neither 
Hispanics nor Asians have a long-standing tradition in the teaching profes- 
sion. Consequently, in acknowledging ample numbers of potentially 
"active" Hispanic youth, less than fiiU participation in teaching, now and 
in the future, can only be anrlbuted to discrimination in educational 
opportunities and recruitmem or failure to permeate the profession's 
infrastructure. 

Since the primary purpose of this presentation is to become more 
familiar with the current experiences of individuals of various groups, the 
following discussion does not attend to issues relative to racism per se, but 
rather to basic demographic information regarding general perceptions of 
these groups. Data are provided for the four m^or racial/ethnic groups: 
Black, Hispanic, Asian/Pacific Islander and American Indians/Alaskan 
Native. 

Black Americans 

Black Americans, approximately 27 million, comprise the largest racial/ 
ethnic minority group in the country. Black Americans carry the distinc- 
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tion of being the only minority group counted sei>arately in census data 
as far back as 1820. It is the on]y groiq) that came to America en masse 
involuntarily— and enslaved. While common knowledge holds that Black 
people in the U JS. share a similar heritage through Africa and in bonding 
fostered by enslavement, this is not altogether accurate. Indeed, while the 
majority, 90 percent, of individuals identifying themsehres as African 
Americans are descendents of involuntary immigrants, a significant pro- 
portion of Black Americans today are voluntaiy immigrants. Between 
1983 and 1986, over 20,000 individuals migrated fit>m Jamaica to join close 
to one-quarter million individuals with Jamaican ancestry alreadty living 
in th e United States. Haitian immigration has been twice as high as it was 
in the 1970s and Black individuals from the Dominican Republic, East 
and West Africa, Guyana, Trinadad-Tobago, the British West Indies and a 
host of Central and South American countries continue to settle in this 
countiy, work and send their children to public schools (Allen & Turner, 
1988b). 

As of 1988, the msgority, approximately 56 percent, of the Black 
population live in ilie southern region of the country, however, the balance 
of UJS.-bom Blacks, and the msyority of Black immigrants (57 percent) 
reside, for the most part, in the msyor metropolitan areas of the joation. 
Blacks constitute 28 percent of the total peculation of the South, 10 
percent in the Northeast, 9 percent in thr: Midwest, and 5 percent in the 
V/est. "Blacks in 1980 comprised about 24 percent of the peculation in 
central cities, up from only 12 percent in 1950 and 20.6 percent in 1970" 
(p. 149). On the other hand. Black presence increased in the suburbs 
between 1970 and 1980 at a rate almost three times that of Whites (Allen 
& Turner, 1988a; Bureau of tlie Census, 1989). 

Although the msyority of UJS.-bom Blacks share a conunon heritage 
in African, and subsequently in the nation's southern tradition, those 
raised in northern, western and central regions likely have adopted unique 
reproaches to life and living that reflect tlie experiences of their ancestors 
as well as their own. Understanding that subtle and sometimes blatant 
forms of discrimination persist throughout the nation, it is a fair assump- 
tion that most Black people in America have shared the experience of 
isolation and discontent that is characteristic to that condition. 

Similar^, Black people in all regions share the historical i!nd continu- 
ing handici^ of being a disproportionately low-income group. Approxi- 
mately 33 percent of the U.S. Black peculation was below the poverty 
level in 1987. The poverty rate for Black families is more than three times 
that of White families (8 percent); and about 46 percent of Black children 
under the age of 18 in families, compared with 15 percent of White 
children, are poor. Unemployment in the Black population 16 years old 
and over, is twice that of the White population (Bureau of the Census, 
1988a, 1989). 
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Between 1978 and 1982, the income for Black people declined in all 
regions of the countiy. The drop was so drastic in the Midwest that it 
replaced the South as the region where Black incomes were lowest and 
racial inequality was highest Since that time, the income of UJS. Blacks 
has improved in all regions of the nation. However, there has been no 
progress in attaining family income parity and ''significant erosion" has 
occurred in aU regions other than the South, and especially in the Midwest 
(Swinton, 1989). 

The displacement of Black Americans and other non-European 
minorities that positions them at the bottom rung of the economic ladder 
has implications in a number of vital Bieas that are not alws^ fully 
acknowledged by educators For instai' ce, Achtenberg and Marcuse as 
cited in Calmore (1989) point out, ''Housing, af^er all is much more than 
shelter it provides social status, access to jobs» education, and other 
services, a framework for the conduct of household work, and a way of 
structuring econonuc, social, and political relationships" (p. 79). 

Although data show a significant number of businesses owned by 
Blacks, Hispanics and Asians, such enterprises are disproportionate^ 
concentrated in industries with limited growth potential, e.g., beauty/ 
barber shops, food and apparel stores and gas stations. They are also 
typically located in the central cities. While such businesses provide 
services and jobs, 60 pf,Tcent of Black employers report that their work 
force is 75 percent to 1 00 percent minority. These institutions have made 
asignificant impact on the education of Blacks. Without their contribution, 
Blacks' educational attainment would probably not be what it is today. 

As they have in the past. Black churches nudntain colleges and 
universities, as well as day care and other support services, that allow 
educational growth for children and their families. The Black Church may 
be defined as "the historic Black communions or denominations which are 
independent of White control, and which maintain their own structures of 
governance, finance, ritual, worship, and outreach" (Lincoln, 1989, p. 137). 
Approximately, 84 percent of Black Christians in the United States are 
affiliated with or were raised in the Methodist, Baptist or Pentacostal 
faith. In addition, there is a growing presence of Blacks *n the Muslim 
faith. The Black Church is a veiy significant component of the Black 
cultural experience and any future research in attitudes and perceptions 
should probe for its influence. 



Hispanic Americans 

Hispanic Americ&ns share the distinction of being both the oldest and 
newest inunigrants to the United States. Mexican Americans were the 
first "immigrants*' to this countiy in the sixteenth century and also repre- 
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s ^nt the largest group of post- 1970 settlers in the country (Allen & Turner, 
l&88a). 

TTie term Hispanic American is even more generic in its descr^tion 
of individuals than i** Black American, The term describes persons of 
Mexican, Puerto Riciai, Cuban, Central and South American, and Spanish 
descent There are 19.4 million Hispanic Americans and the population 
has grown iq^proximately 34 percent between the 1980 census and 1988 
(Bureau of the Census, 1989). 

Individuals of Hispanic ancestry reside in all regions of the nation 
and are concentrated by subgroups. For instance, in 1980. 75 percent of 
Mexican Americans lived in California or Texas, sq)proximately 50 percent 
of mainland Puerto Ricans were in New York and 60 percent of Cuban 
Americans lived in Florida. In 1988, 63 percent of Hispanics lived in 
Arizona, California, Colorado, New Mexico and Texas, with 55 percent of 
all Hispanics living in California or Texas. New York (1 1 percent), Florida 
(8 percent), Illinois (4 percent) and New Jersey (3 percent) also have 
significant numbers of Hispanic Americans. Approximately 90 percent of 
U jS. Hispanics resided in nine states and are more urbanized (87 percent) 
than any other group (Orum, 1986; Bureau of the Census, 1989). 

Orum (1986) indicates that the S4>parent Irrge growth of Hispanics, 
particularly in the 1980 census, is due to several factors: undercounting 
by iQ) to 40 percent in the 1970 census, a comparatively lower median age 
and higher proportion of women of child-bearing age and the slower 
decline in birthrates than the White and Black populations. Because of 
their large and growing immigrant presence, as well as language differ- 
ences, Hispanic Americans expedience discrimination that thrives on 
issues other than physical appearance. In certain areas, there is a pre- 
sumpaon on the part of others that a Hispanic individual is **an illegal" 
until or unless he or she proves otherwise. In truth, as the **youngest'' 
population group in the nation, three-fourths of Hispanic Americans are 
native-bom. In addition, significant numbers are naturalized citizens or 
legal inunigrants with resident alien status or legal refugees (Orum, 1986, 
p. 11). The UJ5. Bureau of the Census and others provide allowance for 
undocumented immigration of Hispanics; however, there is a general 
consensus that these individuals are undercounted more often than any 
other UJ5. population group. 

Most Hispanics speak both English and Spanish, although past isola- 
tion of this group allows for a greater rate of native language retention 
(Orum, 1986, p. 12). Because there is a critical mass of Hii:panics in the 
K-12 population requiring bilingual instruction and services, the general 
population tends to ignore the English proficiency of Hispanic Americans. 

As with other non-European minorities, Hispanic families earn sub- 
stantially less than White families, and the gap is not narrowing. The 
incidence of poverty among Hispanic children in 1984 was above that for 
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all UJS. children. Of the 1.1 million Hispanic families that were living 
below the poverty level in 1986, 49 percent were maintained by a woman 
with no husband present In a trend typical to all other population groups, 
families with heads of households who had completed less than four 
years of high school constituted 62 percent of the Hispanic families below 
the poverty level in 1986 (Orum, 1986; Bureau of the Census, 1987). 

Hispanic employment patterns are different from those exhibited by 
Whites and Black Americans, and are significantly different by subgroup 
population. Labor force participation rates for Hispanic men are higher 
thip those for other groups of men. Over 80 percent of Hispanic men 16 
years and older were either working or seeking work in 1985, as compared 
to 77 percent of White men and 71 percen. :)f Black men. Hispanic women, 
however, report the lowest employment*population ratios of all groups. 
The Hispanic unemployment rate is typically 60 percent above the White 
rate in bot^ good and bad economic times, but is about one-third below 
the Black rate. Puerto Rican Americans generally have the lowest labor 
force participation and Mexican Americans the highest (Orum, 1986). 

It appears that mucn of the difference among Hispanic groups may 
be attributed to the regional allegiance of certain groups. For instance, 
Mexican Americans who are densely populated in the Southwest have a 
significant number of nonskilled labor positions avaUable to them. Puerto 
Rican Americans, on the other hand, who were initially lured to the 
Northeast by industry have since been displaced through economic 
d^ression, plant and factory closings (Allen & Turner, 1988a). 

Hispanic entrepreneurs tend to fair better than their Black and Asian 
peers. For instance in 1982, Hispanic-owned firms gene ated $15 billion 
in rece^ts versus $12.4 billion for Black businesses ano $14.5 billion for 
Asian-owned firms (Allen, 1989). According to the 1980 census, Hispanic 
Americans were at least as segregated from Whites in housing as Asian 
Americans but not as isolated as Blacks (Jaynes & Williams, 1989). 

As'-'n Americans/Pacific Islanders 

People oi Asian and Pacific Island ancestiy may be the most heteroge- 
neous of the m£Uor racial/ethnic groups in the United States. Those identi- 
fied as Asian Americans come finom or are descendents from AsiL, Europe 
and other parts of the world. As of 1980, there were approximately 800,000 
Chinese; 710,000 Jsqwrnese; 775,000 Filipino; 355,000 Korean; 262,000 Viet- 
namese and 362,000 Asian Indian Americans. Individuals from Cambodia, 
Laos, ThaUand, Pakistan, Samoa and Guam are also included in statistics 
on Asian Americans. 

According to Allen and Turner (1988b), immigration from Asia (which 
includes the Middle East and Pacific Islands) has risen so dramatically 
that the Census Bureau's estimates of the number of UJS. residents of a 
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rat.; ofter than Black or White increased 45 percent between 1980 and 
1%C. Immigrants Srom the largest Asian countries first arrived in either 
California (San FVancisco was the primaiy reception area) or Hawaii in 
the nineteenth centuiy, mostly to work as ir' srs, general laborers or 
agricultural workers. Asians provided a c'' -iop labor force, particularly 
in California, well into Uie twentieth century (Allen & Turner, 1988^"^. 
Generally speaking, Asians remain concentrated in the western Pacific 
corridc , New York City and Hawaii. They are slight^ less urbanized and 
segregated in housing than are Black and Hispanic Americans. 

As with other intmigrant populations, the experiences of those arriv- 
ling in the United States during the first half of this c jntuiy were different 
firom the experiences of those arriving within the last two decades. The 
differences derive to a greater or lesser extent firom the political and 
economic conditions of the times. Voluntary inunigrant groups, and to a 
certain extent, nonvolunb»y groups, are or have been subject to period^ 
of conscious inclusion c^orts, primarily to meet labor imperatives. Subse- 
quently, they have bee\ excluded when there is no longer a need, or 
when the group threatf to accuma^'^ie more power or wealth than the 
dominant group. 

This inclusion/exc'usion pa>^jidigm is apparent in the experiences of 
many Asian as well as E /t^nmc groups. For instance, Chinese Americans 
were in^' ^Uy welcomed in the inid-ninete^nth i'entu.> to build the nation's 
railroad and to assist California gold miners v ith their domestic needs. As 
th^ese immigrants S4>peared able to con«pete in mining with the miyority , as 
^he J£4)anese eventuall}^ did 'i\ agriculture, they were barred through 
legislation firom becomirig naturalized citizens and thus barred firom land 
ownership, voting, militaiy .iprvlce and other rights and privileges (Joibu, 
1988). 

Asians were essentially excluded firom immigration to this countiy 
by a series of laws which were not amended until 1965. Until then quota 
systems were in effect that strongly favored immigrants firom northern 
And v/estem Europe. Since 1965, the immigration of people from Ask nas 
increased d amatically xvith particularly large flows of Chinese, Filipinos, 
Koreans and Asian Indians (Joibu, 1988; Allen & Turner, 1988a). Data 
^dicrte that these new immigrants are better educated and established 
than those arriving 3arlier in the century. This is likeiy the result of the 
new law& that aUotted additional spaces for people in certain occupations. 

For political reasons, the Vietnamese in America have had a mailcedly 
different reception than have other Asian immigrant groups. Afl«r the fall 
of Saigon in 1975, the federal government actively supported Vietnamese 
iitu.iigration, established support mechanisms and pujrpos»6l> promoted 
their settlement in various parts of the country rather than in one region. 
Vietnamese immigrants arriving since 1975 are also atypical of earlier 
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Asian immigrants in their socioeconomic back^ound with an estimated 
6S percent holding white-collar jobs prior to their migration. 

Asian Americans own 21 pei-cent of minority-owned businesses, gen- 
erating approximately $14.5 billion in receipts in 1982. Theii* average sales 
and receipts exceed Black-owned businesses; however, those of certain 
subgroups, i.e., Vietnamese, Filipinos and Hawaiians, have average 
receipts that iq>proximate those of Black Americans (AUen, 1989). 

American Indians/Alaskan Natives 

Possibly because of their relatively small representation, less than 1 per- 
cent of the VS. population, American Indians/Alaskan Natives are com- 
monly perceived as a vanishing group. On the contrary, 1980 census 
data indicate a 72 percent increase although several methodological and 
economical factors likely contributed to tt Js phenomenal growth (Allen 
& Turner, 1988b; Bureau of the Census, 1988c). This group's population 
pyramid is more expansive in appearance than constrictive or stationaiy 
and the group is growing at i ace the rate of the nation as a whole. 

The i4)proximately 1.4 million American Indians identify closely with 
tribes and bands. Only two tribes, Cherokee (16 percent) and Navsyo (11 
percent), have more than 160,000 members. The Sioux, Chippewa and 
Choctaw claim more than 50,000 persons each, and the PueblOi Iroquois 
Confederacy, Apache, Lumbee and Creek reporfp^ at least 25,000 persons 
per group. According to the 1980 census, six tribes have a population 
ranging from 10,000 to 25,000 persons and 90 percent of approximately 
500 tribes and bands have populations of less than 10,000 (Bureau of the 
Census, 1988c). 

The Alaskan Native population is comprised of three groups: Eskimos 
(53 percent), American Indians (34 percent) and Aleuts (13 percent), 
totaling approximately 64,000 persons. This group's population growth is 
similar to that of the larger American Indian community in that ahnost 
half of its members are under 20 yoars old. The Alaskan Native population 
is currently identified by legally established "regional corporations," i.e., 
geographically bound corporate boundaries organized to coktduct busi- 
ness for profit (Bureau of the Census, 1988c). 

The miyority of American Indians live in states west of the Mississippi 
River (California, Oklahoma, Arizona, New Mexico) and in North Carolina 
Other states with populations of 38,000 or more are Washington, South 
Dakota, Michigan, Texas and New York, t x^eral relocation and migration 
assistance programs, instituted during the 1950s, encouraged significant 
numbers of American Indians to move from their typically r"^1 reserva- 
tions to urban centers, e.g., Los Angeles, San Jose, Denver, Sail i^e City, 
Dallas, Chicago, Minne polls and Cleveland. Although two-thirds of U JS. 
states have reservi ions, approximately 50 percent of Aniencan Indians 
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live in urban areas and one-third live on reservations (Bureau of the 
Census, 1988c; Allen & Turner, 1988a). 

While this group can legitimately be referred to as "first Americans," 
they are, on all terms, considered a racial/ethnic minority and suffer from 
similar segregation in education, employment and housing McDonald 
(1989) reports that Indian poverty and unemployment rates are among 
the highest in the nation with median family income nearly 50 percent 
less than that of the national norm and a reservation poverty rate of nearly 
50 percent (p. 2). 
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VI 

Conclusions 



The nation's dc^mographic imperative suggests that the prevailing 
perceptions of teachers' backgrounds, attitudes and motivations be 
re-examined. Black, Hispanic, Asian and Native American teachers 
are similar in many ways to ttieir nuuority peers, but are advantaged in 
their ability to know aiid communicate in more than one culture. It is this 
abilit^^ that shows much promise for devising educational methods and 
curricula that can make a difference in the academic achievement of 
the nation's increasingly diverse student population. Unfortunately, the 
typical profile of the nation's teaching force does not adequately couple 
socioeconomic factors such as race and ethnicity with an individual's 
decision to enter and remain in t^e profession or with thai individual's 
approach to educational practice. 

There are several possible reasons for ttus. First, the literature sug- 
gests that there is much more to be learned about the practice of teaching 
than there is of its practitioners. IT e questions, Wliat reeds to be taught? 
and How should it be taught? take precedence over the equally important 
question. Who will complete the task? Second, teactung is 2 necessaiy 
service occupation, dominated by females, and controlled by and large 
by the public sector. As a consequence, it does not gamer the same level 
of interest and support as do male-dominated, professionally controlled 
occupational fields. Third, in this democratic society, there is a reluctance 
to probe for differences between and among various racial/ethnic back- 
grounds, as such probing counters the "melting pot" theory. 

Educational research that includes race and ethnicity as a variable 
is typically comparative in nature. These studies often do not go far 
enough in helping educators understand or identify the best means and 
methods to educate individuals from various groups. The same restriction 
exists in studies of teachers. For instance, it is difiScult to discern what 
skills, knowledge and ability minority teachers may bring to the classroom 
that accentuate learning for students of their own group. Consequently, 
it is virtually impossible to incorporate these factors into teacher training 
for the benefit of all teachers. 

Although there are efforts to increase the number of ininority teach- 
ers in the work force, the data indicate a less than 10 percent minority 
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representation in the field for the next decade. While this is not dramati- 
cally different from the composition of the teaching force throughout this 
centujy, it has m^jor implications when coupled with simultaneous and 
n^id minority K-12 population growth. 

The next generation of teachers appears to have the same altruistic 
notions about the profession as their predecessors. However, it will be 
particularly difBcult to sustain the interest and motivation of new minority 
teachers over long periods of time. Data indicate that these teachers 
state intentions to leave sooner than others, tend to come from poorer 
backgrounds and cany a greater level of family income responsibility 
than their msgority counterparts. In essence, new minority teachers will 
not remain in the profession long enough to help build a solid pool of 
experienced educators. Clearly, today's Black, Hispanic, Asian and Native 
American teacher education students have made a conscious choice to 
join the profession, overlooking competing and more prestigious career 
options. However, improved working conditions and compensation will 
be essential in the maintenance of a multicultural teaching force. 

The responsibility for establishing a culturally mixed and culturally 
informed teaching population weighs heavily on those with the authority 
to direct recruitment policies and programs and the ability to research, 
design and implement programs and curricula This doej not exonerate 
practicing professionals in the classroom and the academy from expand- 
ing their views on cultural diversity with the assistance of parents and 
the community. To shape an educational experience that reflects the best 
of this society will not be an ea^ task. Nonetheless, it is a necessary one 
and it is possible. 
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